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CLASSROOMS: A STUDY OF CHECK-IN/CHECK-OUT AS TRAUMA
INTERVENTION

JENIFER LYNNE MCGOWAN
153 pages
This mixed methods study examines trauma in elementary school children and the need
for a relationship to maximize their learning opportunities. Check-in/Check-out is a Tier Two
intervention that was used to prioritize behavioral goals, maximize the relationship based on a
less-than five minute meeting between the student and the Check-in/Check-out mentor at
different points in the day, and provide daily feedback to parents. Within the meeting, the teacher
and the student reflect on how the day is going, how the student has met their goal or what
needed to be done to meet their goal, all based on positive comments. Check-in/Check-out gave
students an opportunity to have a caring adult, who was not their teacher, interact with them and
assist with communication to families. The result is often improved behavior in the class. With
students understanding their goals and how to achieve them, which often leads to improved
academics, there are advances within the classroom with behavior and academics. The purpose
of the study is to gain a better understanding of trauma, given its prevalence within our schools,
understand how an intervention such as Check-in/Check-out can assist both students and
teachers, and understand how teachers view professional development, as supported through a
book study. Centering on Check-in/Check-Out, a Tier II intervention, in conjunction with
professional development through a book study, Help for Billy, teachers and staff will

understand why making relationships the center of learning are important with students who
have experienced trauma. Relationships and understanding are at the forefront in supporting all.
Professional development regarding trauma and trauma-informed strategies were something that
teachers continue to explore through weekly professional development and the Multi-Tiered
Systems of Support (MTSS) structure provided. Implementing a book study, Help for Billy,
offered staff an opportunity to understand trauma through a different mindset, reflect on
individual students, and make plans for future classes all while participating in collaborative
presentations during a pandemic. The findings of this study has implications on how CheckIn/Check-Out is utilized within buildings, how relationships are enhanced, and perceived
perceptions of professional development.
KEYWORDS: trauma, mindset, CICO, professional development, relationships, elementary
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CHAPTER I: INTRODUCTION TO THE STUDY
Imagine, if you would, being a boy in second grade with a speech impairment. You
already talk funny, and you know it. On top of it, you have been diagnosed with the following:
Attention Deficit Disorder, Oppositional Defiant Disorder, depression, and anxiety. Plus, the
word bipolar has been iterated. Even though doctors really do not diagnose until children are at
least in their teens, there is a long family history of relatives diagnosed with bipolar disease.
You witnessed physical abuse when your mom beat up her boyfriend in front of you and was
then arrested. Mom has been in and out of jail more times than you can count. What you can
count on is that you are going to be with either grandma or grandpa who struggle to get along
with each other. The Screening Assessment and Support Services program has evaluated you
twice within the last two weeks, with the recommendation of admittance, however, grandma
refused. The psychiatrist you are waiting to see cannot squeeze you in until June. When you get
frustrated in school, you begin shredding paper, pushing over furniture, yelling, and leaving your
classroom without permission. You begin pushing chairs down the hallway forcefully, leaving
marks the custodian cannot get out. Tiles in the classroom are broken from the force of your
aggressions. Destroying classrooms by throwing manipulatives, pushing over desks and chairs,
and flinging books and resources on the floor has become a likely event. Classmates leave
hurriedly to get out of your path at least three to four times within a given week. You already
have a police report record due to the incident when you spit on every adult helping you through
your meltdown in the heart of flu season. Tirelessly, many adults come to your rescue and try to
switch the channel in your brain so you can remember “good” things like how talented you are at
crafts, your love of babies and puppies, and playing games. Remember that time you beat me at
tic tac toe during your sensory break? Your teacher has been to the problem-solving team, the
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crisis team intervenes multiple times within a week, and multiple plans have been put into place.
Yet, you refuse to even walk into your classroom on most days.
Trauma Impact
On a daily basis, sometimes multiple times within a given day, I observe students who
become exceedingly frustrated with routine tasks, daily work, obstacles, and unsuccessful
attempts at grade level academic work. These students have a variety of responses when they are
successful or unsuccessful and they handle these tasks in a variety of ways. Behavior is a form of
communication and often interrupts teachers while they are working with other students,
especially if it is a negative response due to frustration. Teachers are forced to make many
choices throughout the day, especially with behavior. The ultimate goal is to assist and support
the student in order to help them learn and grow, but also to support the teachers to build the
kinds of relationships with students that prevent behavior outbreaks and provide tools for
handling them when they do. Sometimes this is uncomfortable, and students are not sure how to
move forward, then their behavior is escalated due to the teacher’s response. Given these
constant issues, teachers need continued support and professional development to engage without
escalating the behavior of the student. Check-In/Check-Out (CICO) is a promising intervention
that gives teachers the relational tools to prevent escalation and to form the kinds of bonds with
their kids that prevent acting out behavior over time. According to Horner et al. (2005), three
components are crucial to Tier 2 interventions being effective: system planning, interventions
that are available to staff, and use of data to drive decisions.
Within classrooms in every school, students have life experiences that affect their daily
lives. For some, it could be not eating breakfast, not having a pencil, or not getting homework
completed. For others, it could be witnessing domestic violence or enduring physical and/or
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emotional abuse. For some children, school is the only place in their lives where they know they
are safe and can form trusted and long-term relationships. Therefore, it is a cruel realization that
many students who are affected by trauma also have trouble being engaged at school. Data from
the National Child Traumatic Stress Network notes that close to 40 percent of students have been
exposed to some type of traumatic event in their lives. They may attend school with the best of
intentions, hoping to form friendships, feel connected to their teachers, peers, and others, and
succeed at the tasks they are given throughout the day. However, they can find themselves
unfocused and struggling to make sense of it all, unable to learn and confused about why they do
not relate or form positive relationships with others.
It is imperative for teachers to understand trauma and how to prevent re-traumatizing
students by not escalating situations in which students are frustrated. Often times, school is the
place where students feel as though they are safe (Waters & Brunzell, 2018). This requires a shift
in mindset away from their previous views on student discipline to an updated perspective that
students act out due to previous traumatic incidents which have reshaped their brains. This is the
key to having a positive relationship and open communication skills. CICO can help.
Trauma in School and Society
Creating and sustaining trauma-informed child-serving systems requires a mindset
centered on positive relationships, committed organizations, and skilled teachers and staff.
Traumatic stress is associated with increased use of health and mental health services, as well as
elevated involvement with other child-serving systems, such as the child welfare and juvenile
justice systems (Chapman, Ford, Albert, & Hawke, 2001). Schools too are on the line to address
the needs of trauma-impacted students. Reviews of studies of children’s access to mental health
services note that schools are often the first opportunities for entry (Cole et al., 2005). For
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example, children are more likely to access mental health services through primary care and
schools than through specialty mental health clinics. Seventy-five percent of children under age
12 see a pediatrician at least once per year, whereas 4% see a mental health professional
(Costello, & Angold, 2006). Schools, doctors, and health systems approach trauma differently,
due to various levels of awareness, knowledge, and skill about trauma, as well as diverse
perceptions of the utility of gathering information about trauma. Also, a longitudinal study of
children in the community found that services were most often provided by the education system
(Farmer, Burns, Phillips, Angold, & Costello, 2003). Schools also differ in their perceived
responsibilities for meeting children’s needs. However, the goal for all systems is to improve
outcomes for children. Addressing the impact of trauma on children and families therefore is a
crucial—although often overlooked—priority for all systems.
Along with classroom interventions is the question of whether teachers feel they have the
required skill set to handle trauma and all that it brings into the classroom. Reinke, Stormont,
Herman, Puri, and Goel (2011) reviewed teachers’ perceptions of the issues regarding mental
health support in schools. Approximately 28% of teachers feel as though they have enough
knowledge to assist with the mental needs of their students and approximately one third of
teachers note they have the required skills. Results of the Reinke et al. (2011) study notes a need
for recognizing and understanding mental health issues in children, adopting strategies for
working with children, and externalizing behavioral issues. Hence, a plan is needed to support all
involved through a relational lens.
My theory of action supports the need for understanding escalation and de-escalation in
situations that arise with our students where relationships are not as strong as they might be.
MTSS, Multi-Tiered Systems of Support, provides a way to identify any student who has any
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academic or behavioral needs. Tier 1 focuses on the entire school. Tier 2 is a more individualized
student intervention. Check In/Check out (CICO) as one relationship-oriented intervention is one
way to assist students who have high numbers of behavioral marks, referrals, and Office
Discipline Referrals (ODRs). CICO is a Tier 2 intervention which encompasses students who
have behavioral issues that are not responding to Tier 1 practices and systems, do not require
more individualized interventions, and are noted across multiple settings or contexts (Crone,
Hawken, & Horner, 2010). CICO has the opportunity to be a de-escalation strategy due to: 1)
identifying clear behavioral goals and targets; 2) keeping teachers hyper-focused on these goals;
3) forming relationships outside of the classroom to check-in; and 4) making an alternative place
or relationship available when a student is escalated. Knowing that all teachers are not mental
health professionals, trauma-informed learning or relationship approaches can be integrated into
classrooms to assist teachers and students (Waters & Brunzell, 2018). CICO consists of student
daily check-ins in with an adult (mentor) at the start of the day to review their pre-determined
goal sheet, have a conversation with a caring adult and be encouraged to meet their daily goals
(See Figure 1). All teachers throughout this student’s day then provide helpful, positive feedback
on the point sheet multiple times throughout the day. The student then checks out at the end of
the day with a caring adult (mentor) who reviews the day with them and adds up the points
earned. Then the student takes the sheet home to be signed by their caring adult, and returns it
the following morning to their mentor at check in. CICO is an important intervention due to the
relationship aspect in addressing trauma in schools.
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Figure 1: Check-In Check-Out Intervention Cycle
Problem Solving Team Meeting on Individual Student
Recommendation for CICO
1-Morning Check-in w/CICO Mentor (Reminder of goals and how to achieve)
2-Teacher feedback on form for each class/hour
3-Afternoon Check-out w/CICO Mentor (Review results of day)
4-Parent Signature
CICO Mentor Summarizes data for continued decision making
Bi-Weekly CICO Meeting to Review Data on Individual Students
Either Revise/Individualize CICO
Or Exit CICO if continued success

CICO Intervention Cycle

Professional development for teachers and staff is a necessary component of the whole
puzzle, especially with understanding trauma and the resources necessary to support. CICO is
just one strategy among many that, when coupled with the Multi-tiered Systems of Support
framework and associated practices, can serve as a powerful intervention, relying as it does on a
key component of education, human relationships. CICO raises the possibility of helping
teachers prevent classroom triggering incidents from escalating, resulting in the need for more
involved approaches that are responsive interventions. By utilizing CICO, the goal is to have
students receive the relational supports needed within the school setting and consequently have
fewer office referrals and behavioral marks throughout their time at school. CICO furthermore
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allows for daily home-school communication using a monitored form to allow caring adults to
see how their student performed in a variety of settings.
Multi-Tiered Systems of Support (MTSS)
Multi-Tiered Systems of Support or MTSS is a framework that assists educators with
academic and behavioral interventions for students with a variety of needs and are often used for
the prevention of academic and behavioral issues within schools (Crone, Hawken, & Horner,
2010). MTSS is an important framework that encumbers a system of supports, focuses on
relationships and educator collaboration, is research-based, and is widely used. Relationships are
a critical component within MTSS. CICO, a Tier 2 intervention, is an additional instructional
resource or support, beyond the instruction all students have in place that is aligned to a student's
individual needs (Adelman & Taylor, 2008). MTSS supports the systematic approach of
identifying an individual student in regard to their academic, behavioral, or social emotional
areas of need (Campbell & Anderson, 2008).
MTSS provides a proactive approach in the identification of students with academic or
behavioral needs. MTSS begins with a universal screening of all students at the beginning of the
school year. One set of responses regarding trauma, CICO, can inform instruction comes from
MTSS with Problem-Solving Meetings involving teams of staff members (Blodgett, Turner, &
Harrington, 2010). A multi-tier approach, within the MTSS framework, is utilized to differentiate
instruction for all students. MTSS tiers help schools organize the three levels of support based on
intensity so that students receive necessary instruction, support, and interventions based on their
individual needs. Tier 2 interventions include targeted strategies, impacting approximately 1520% of students, noting that Tier One interventions have not been effective. The remaining
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students require tertiary (Tier 3) support which includes individualized interventions due to
severe behaviors or academic deficits (Crone, Hawken, & Horner, 2010).
Schools using MTSS look for successful educational and behavioral outcomes for all
students, regardless of challenges. This may involve significant interventions for a small part of
the student population, with the goal of moving these students into reduced interventions as they
continue to make progress and grow. Tier 1 interventions are universal, meaning approximately
80% of students typically respond to them. Also, this is where the bulk of work for the school
should take place with the overall idea of improving instruction as a means to prevent the need
for deeper and more challenging interventions for the future.
According to Horner, Sugai, Todd, and Lewis-Palmer (2005), there are three elements
that have been noted as being critical to the effectiveness of Tier 2 interventions: 1) a team-based
system of planning; 2) intervention practices that are available and implemented by staff; 3) and
utilizing data to make program or system changes. This supports the current MTSS framework
that is in place to assist teachers and staff, students, and families. Much of the trauma-informed
instruction, especially with being relational, can be utilized within Tier II interventions.
Ultimately, there is a need for all three tiers, however, much of what needs to be done with
relationships can be connected within Tier II, which much of this dissertation will focus on,
recognizing that relationships are primary and improving them is crucial in Tiers I and III.
The CICO Intervention Cycle
As a result of the different tiers in MTSS, Trauma-informed students often leave the
general education setting for different amounts of time almost every day to receive the support of
tiered interventions like CICO. While MTSS supports trauma-informed students, the pulling
students out of classrooms for separate interventions widens an already existing academic gap
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and does not allow for educational services to continue in the classroom environment.
Nonetheless, interventions like CICO are nestled into a student’s day with very little time out of
the classroom. Research indicates that CICO is an effective Tier 2 intervention for students who
are seeking adult attention rather than peer attention or task avoidance (Campbell & Anderson,
2008; Fairbanks, Sugai, Guardino, & Lathrop, 2007). Often, interventions require the student to
be pulled out of class, keeping them away from core instruction, however, CICO requires a small
amount of time outside of the regular classroom. By having another caring adult in the life of the
student, it allows for further connection and support given that the students’ behavior problems
were not responsive to Tier 1 practices and systems (Crone, Hawken, and Horner, 2010).
The Check- In Check -Out (CICO) Intervention cycle, as shown in figure 1, is a
systematic way to support students in need of additional supports when the Universal Tier 1
Supports are no longer meeting their needs. CICO is a Tier 2 targeted Intervention that is
included in a menu of interventions that school sites create for students who are at risk for
academic and/or behavior challenges.
Study of the School Context
Shandy Elementary School is a Kindergarten through fifth grade building located in
Bloomington, Illinois. There are approximately 364 students currently enrolled. Currently, 8%
of our school population is considered homeless and the mobility rate stands at 14%. Currently,
the student body is comprised of mainly minoritized students with only 29.4% being white.
Additionally, over 80% of students come from low-income households. Due to these
demographics, my theory of action supports the need for understanding de-escalation techniques,
including building solid relationships with our students, especially those who have trauma in
their lives. The need for relationship-based interventions, such as CICO, paralleled with
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professional development for staff regarding trauma, brain, and relationships is a necessity as
students who are impacted by trauma, even minor events, continue to enroll in our schools. With
COVID 19, trauma could be even more prevalent as students have been away from school since
mid-March and have not been in a classroom setting with structure for quite some time. Trauma,
as noted in earlier chapters, can be present in many different forms.
Being the principal of Shandy Elementary, I see how time is an important factor
considering how much actual time behavior takes out of daily schedules, routines, academics,
and structures. Thus, having a positive relationship matter from the start, especially those
supported with CICO. CICO can include multiple layers of relationships and staff to utilize
within a school setting. CICO becomes a tool that is used school-wide, not just a singular trick a
teacher has in their tool basket. Teaching practices must be reviewed and considered, especially
de-escalation techniques in order to build capacity to handle childhood trauma in schools. There
are older practices, such as administering punitive consequences, yelling at a student, and
sending a student out of the classroom for the remainder of the day, which are embedded in the
culture of the school and can elicit more trauma due to the non-relational nature of the
techniques. There are instances every day in which our students need more than we are giving
them. For example, when a student runs around the classroom and throws an item in frustration,
the goal is to seek a calm state rather than pushing the student out of the classroom and shutting
the door. The main objective is to increase positive relationships and academic achievement,
focusing on these win-wins and preventing trauma-induced behaviors from nullifying our efforts
to support all the students.
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Problem of Practice
Trauma is a prevalent issue in schools today with approximately 50% of all children
having experienced one form or another (Measurement Initiative, 2013). With students carrying
their own personal trauma histories into the classroom, instruction with trauma in mind, along
with professional development, needs to utilize key strategies, including CICO to make both
behavioral and academic gains with students. Trauma is a harmful and costly public health issue
that affects many in a variety of ways. Trauma occurs as a result of numerous different
experiences: violence, abuse, neglect, loss, natural disaster, war, and other serious situations in
which children have little or no power (Child and Adolescent Health Measurement Initiative,
2013). Trauma sees no boundaries with regard to age, gender, socioeconomic status, race,
ethnicity, location, or sexual orientation (Child and Adolescent Health Measurement Initiative,
2013). At Shandy Elementary, we have several staff members who know and understand how to
de-escalate situations with more of a relational approach versus a traditional approach of
consequences, especially punitive. The need to address trauma is often viewed as an important
component of any educational experience, especially when students are struggling either
academically, behaviorally, or both. With services that are in place, such as Multi-Tiered
Systems of Support (MTSS), daily practices within the school often prompt teams to find the
root of the issue at hand, often leading to trauma or traumatic incidents that have now shaped
these students lives. Hence, trauma is very often noted in Problem-Solving Meetings, especially
as we continue to learn more. Prevention, awareness, and early identification are essential in
maximizing efforts to make schools effective with whom they serve. It is important to accept a
key idea that schools today continue to deal with societal issues that are challenging to the
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extreme, hence there is a need to obtain the best and most efficient tools for staff to support
students, teachers, and the community as a whole.
It is extremely important that teachers have the knowledge, confidence, and ability to
assist with students who have been negatively impacted by traumatic events. Previous research
findings noted that teachers feel unprepared to address the students’ traumatic events (Alisic,
2012) hence the need for professional development. Teachers have a variety of standards to
teach, however, there are not many curricula currently which explicitly focus on social and
emotional learning, despite a growing interest in the topic. Teachers have many roles they play in
the lives of their students and each are impactful on the students’ days and their responses.
Students who display negative behavior due to traumatic events have opportunities within the
school setting for intervention with mental health concerns (Weist et al., 2003). Social workers,
counselors, and psychologists are often the first considered to assist with mental health issues,
however, more responsibility is being placed on teachers to implement classroom interventions,
providing approximately 41% of mental health interventions (Franklin, Kim, Ryan, Kelly, &
Montgomery, 2012). School responses and being trauma-informed motivates staff to review their
current protocols through a trauma-informed lens based on the impact of the entire learning
community.
I have been involved with staff and parent conflicts in which they have struggled to
understand each other’s sides of the situation. There is a divide and a need for understanding,
hence the book study to help staff understand trauma and use tools like CICO to build the kinds
of relationships with students that prevent or lessen trauma-informed behaviors. When students
are enraged or acting out, it takes a toll on the staff members who continuously work and deal
with those outbursts. Most often, the outbursts are a response by the student to not getting what
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they feel they want at the time, hence the reaction. Keeping students on track while another
student completely loses their self-control is a tough balancing act. When this happens day after
day and includes screaming, hitting, kicking, throwing items at teachers or other students, it can
take a heavy toll on everyone. Teachers and staff continue to struggle with these responses daily
and thus experience their own form of trauma. Ultimately, relationships do assist with these
students and are a positive approach to dealing with their issue or trauma.
Given the current situation of the number of students who had experienced trauma within
Shandy, more professional development was needed as expressed by staff. A book study, Help
for Billy, provided an opportunity for staff to better understand how trauma shaped the brain and
how to support students and families given traumatic experiences. CICO was an opportunity for
students to receive support, and the book study was an opportunity for staff to receive additional
support and gain understanding through a different lens other than a presenter giving information
about trauma and how to support students.
Unfortunately, there is not one-hundred percent buy-in among the Shandy staff, and
teachers resort back to old practices that seem to be ineffective and in fact, exacerbate the trauma
at hand. In essence, I want to describe CICO as one de-escalation and relationship-based practice
that enhances relational work with the potential to, make a positive impact on our students,
particularly those with a history of trauma.
Purpose of the Study
The purpose of this study is to examine how the use of CICO by teachers coupled with
the book study helped improve practice and student behavior at Shandy Elementary School.
Quite often, CICO is a Tier Two intervention that is often recommended when issues arise in the
classroom. The goal of the research is to consider Check In/Check Out (CICO) as an
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intervention for students impacted by trauma and explore the effectiveness of book study as
professional development in support of implementing CICO and plan for teachers and staff to
effectively meet the needs of all with whom they work. The problem is large, impacting students,
families, and staff. The need to connect is real along with an overall sense of belonging. Checkin/Check-out (CICO), an effective classroom intervention that provides a sense of connection to
the student with the check-in process and goal conferencing that occurs on a regular basis. In
utilizing CICO, the goal is to form positive relationships to benefit the student in understanding
what needs to be done to meet their daily goal and support both academic and behavioral needs.
Having a safe and stable school culture is key to the healing process for children of
trauma (Brunzell, Waters, & Stokes, 2015). Along with larger scale interventions within the
school, such as Multi-tiered Systems of Support (MTSS), CICO is one tool to support traumaaffected students within a framework of supports. First and foremost, schools must be safe places
where supportive relationships can thrive regardless of trauma or experiences had outside of the
school setting. In order to support the whole child, a system of support is needed for a variety of
levels.
As the leader of Shandy or of any school, I want to better understand what teachers need
in order to support any and all students, and in the case of this study, to understand if and how
CICO affected teachers’ ability to build relationships that prevented escalation and ultimately,
office referrals. It is important to remember the reasons why many went into education: to make
a positive difference in the lives of others. Teachers or staff members in a building with low
income and high mobility, or frankly any school building, need to make a positive impact. As a
leader, I wanted to tackle this issue because our students did not ask to experience negative
events that essentially shaped their being; however, we are there to foster their continued
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academic and social/emotional learning in order to increase academic excellence. Ultimately, we
work with the whole child, which is complex.
Due to COVID 19 and the use of retrospective data, CICO was researched as one form of
de-escalation with students for which data were available from the time prior to the March
shutdown of district schools. Initially, the interest was in de-escalation techniques used along
with the collaborative professional development on strategies related to de-escalation, including
CICO, which is an easy intervention to utilize when paired with a relational approach and other
approaches to building teacher-student relationships. CICO was studied as a means to de-escalate
students and build better relationships and communication with families. With pressures from
every direction, teachers have expressed their need to teach the students. Yet, for real learning to
occur, behavior management must be solid, practices have to be implemented with integrity,
communication between home and school must be occurring, and students have to feel safe
within their environment. De-escalation practices reflect respect for the whole child in preserving
their dignity, which CICO supports and utilizes through goal setting, progress, and check-ins
emphasizing communication. In addition, a book study, Help for Billy, was completed to add
perspective of supports in place and to further understanding of trauma and how to deal with the
effects within the school and classroom.
Book Study: Help for Billy
To address the growing need to engage students who have been traumatized and are
easily triggered in a classroom, the staff at Shandy Elementary participated in a book study, Help
for Billy, to better understand trauma, the brain, and the daily affects it has on students in order to
better support them within classrooms. Together, teams of teachers read and reviewed chapters
and later participated in sharing these chapters with the staff in their own way. The intended goal
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was to better understand trauma, utilize a growth mindset when learning about students who
have experienced trauma, and provide support within grade levels to make better academic and
behavioral gains. Culture and diversity are both considered important among the Shandy staff;
however, there is still much progress needed in this area. Keller, 2008, wrote that “The pairing of
books and teachers might seem natural, but it has taken the convergence of at least two trends to
move book study far up the list of the ways teachers spend their professional development time.”
Shandy teachers did exactly this which was to work on their own practice, utilize their
colleagues, and integrate their own experiences within their day-to-day lives.
Research Questions
The research questions for this study are as follows:
1. To what extent did the implementation of one trauma-influenced practice, Check
In/Check Out (CICO), help change behaviors within the classroom setting at Shandy
Elementary School?
2. In what ways did the addition of a trauma-influenced book study on CICO inform
teachers and staff to alter their professional practice to achieve better student behavioral
outcomes at Shandy Elementary School?
3. What other forms of trauma-influenced practice supports do teachers at Shandy
Elementary School say they need in order to better their practice in student behaviors and
responses?
Theoretical Framework
Three theories were explored within this study: Bronfenbrenner’s relationship theory
(1993), Brown’s (2012) connections with empathy and shame, and Ko et al.’s (2008) traumainformed care. Taken together, these three theories can provide ways to consider how student
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function in relational ways that affect how well they can manage their trauma in a school setting.
Bronfenbrenner’s theory, the first of the three regarding relationships, directly impacts our staff
and how they handle students on a daily or minute by minute basis. A comprehensive systems
approach which allows the development of responses at a variety of levels relates to
Bronfenbrenner’s (1993) Ecosystemic model which accounted for the complexity of trauma and
its impact. This model allows for an understanding of the effects, the fall-out, prevention, and the
research behind the trauma. Bronfenbrenner’s (1993) theory also developed a pathway into
additional services, such as counseling or psychology, and for a framework on unique skills or
perspectives. This study explored Bronfenbrenner’s theory due to its relationship aspect and how
important it is for teachers to have positive connections with their students. This theory also
supports that behavior is complex and is a form of communication and it suggests that the value
of relationships in an ecosystem is likely to impact how well one does in any setting they are in.
Dr. Brené Brown, a researcher at the University of Houston, has spent much time
studying courage, vulnerability, shame, and empathy, in addition to focusing on how
vulnerability impacts various aspects of people’s lives. Brown has completed many TED Talks
and written numerous books, with many being geared for teachers and leaders. Brown (2012)
notes the importance of teachers in their role of waking up each day and being brave with
students by being vulnerable which opens the connection with students. Having vulnerability
within the classroom allows for students to be out of their comfort zone and learn in a more
intentional way (Brown, 2012). One can connect Brown’s relational approach to her work as a
teacher in a classroom who has the opportunity to be vulnerable, empathetic, courageous, and
have trust. With these characteristics, learning is optimized and the risk is in the student’s court
(Brown, 2012). Also, shame is an aspect that Brown references quite frequently within school
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settings. Brown (2012) notes that approximately 85% of the people she has interviewed
remembered an incident in which they were shamed at school and approximately 90% of those
interviewed remembered a person, administrator, teacher, or coach who made a positive
difference in their lives. Brown (2012) reiterates the importance that parents, teachers, clergy and
peers, in that order, have on a student’s life. Shame is the threat of being unlovable, which
through fifth grade, is very impactful (Brown, 2012). Within an educational setting, one can
conceptualize that Brown noted the importance of children’s complex social networks and the
effects they have on relationships. Well-nourished relationships can enhance the capacity for
youth to develop better interpersonal connections, thus increasing academic achievement
(Brown, 2012). It is a necessity for teachers and staff to have supportive relationships with their
students so that when students feel that they have a meaningful personal connection, they may
utilize these supports for further development and encouragement within the classroom (Brown,
2012). CICO supports positive relationships with the collaboration on set goals, reflecting on
progress or growth, and meeting times throughout the day to continue conversations and/or
support.
Traumatic experiences can result in significant disruptions in child or adolescent
development, with profound long-term consequences (Pynoos, Steinberg, Schreiber, & Brymer,
2006). Ko et al. (2008) notes that children can recover quickly after adversity, however, repeated
exposure to traumatic events may change a child’s development and increase the risk of low
academic performance and difficulties in peer and family relationships. With schools being the
beginning points for mental health services, many children are processed through frameworks,
such as MTSS and trauma is recognized through conversations with both the student and the
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family. This then impacts on a student’s ability to manage all demands they have throughout
their school day and quite often, interventions are put into place, such as CICO.
With CICO, one of the biggest benefits is to have a mentor to check in and out with
multiple times each day, hence supporting a relationship. One could conclude with Ko’s theory
that when teachers and staff are given support and training from people who specialize in trauma,
students who have experienced trauma can be supported and hopefully diminish the long-term
effects that are initially possible. Some recommendations could be: the promotion of traumafocused practices and frequent professional development, identify changes in practice in which
schools and policy makers support the whole student, and provide an emphasis on relationshipbuilding between a variety of services: mental health practitioners, front line workers,
administrators, and other staff. (Ko & Sprague, 2007).
Overview of Research Design
This study involves action research with students and staff being the primary focus. The
study centers on recognizing trauma and how it plays into education, as well as utilizing
relationships to make a positive impact with CICO for both academic and behavioral gains. Due
to COVID 19, the study was altered from strictly understanding de-escalation techniques within
professional development to CICO, to make use of data collected prior to the COVID shutdown
in Spring 2020. After the shutdown, the children were in remote learning and not in a classroom,
hence no data could be collected after early March. The book study was a professional learning
opportunity, and thus was completed with teachers between August, 2019 and May, 2020.
Professional development, coupled with support for teachers and staff with the addition of a
book study, Help for Billy, was completed in order to understand teachers’ responses and their
impact, especially with students who have experienced trauma. CICO data was analyzed, along

19

with a survey for staff to better understand how they rank supports that are currently available
within the school.
Summary
There are a significant number of children who come to school each day who have either
witnessed or experienced a traumatic event. It is noted that trauma significantly affects a child in
numerous ways, including social, emotional, and cognitive functions. In order to make academic
gains, plus maximize the use of teaching time to the greatest extent possible, appropriate
methods to address trauma and the best teaching methodologies need to be established. By
enlisting the theories of Bronfenbrenner (1993), Brown (2012), and Ko et al. (2008), this study
acknowledges that positive relationships are vital, shame should not occur, and systems need to
be in place to assist. I am currently focused on CICO to support the whole child, teachers, and
staff.
Also, this research benefits Shandy Elementary and District 87 by improving the quality
of CICO and assisting teachers with understanding trauma and the effects. The goal is to enhance
support, teaching methodologies, and techniques that enrich the lives of our students, staff, and
families, essentially providing a wrap-around for all. Understanding trauma and its effects is
essential but so is how educators teach. Teachers are the key in understanding that changes in
practice and methods are essential. Professional development regarding trauma, in this case,
based on a book study, will continue to provide enrichment for all. Working with their grade
level team supports collaboration, support in response to ideas, and a way to better utilize
strategies across teams rather than working independently. Learning from each other, during a
pandemic, supports trauma and the need for relationships and others in order to best serve others.
Along with trauma lies the issue of equity, since significant behaviors can be a direct or indirect
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result of trauma and can impede the student from participating in the classroom. These students
then struggle even more with relationships, especially with the classroom teacher due to
frustration and the stress of teaching the rest of the children within that class. Within public
education, school officials do not choose who comes to their buildings, but they are expected to
support every person who enters. I have many teachers at Shandy who know how to de-escalate
students; however, those who do not know, or do not care, are negatively impacting the whole
building and many other educators’ time. Punitive approaches have not been found to be
effective and can harm the school culture. MTSS within Tier 2 includes CICO and was studied
with teachers and staff as a powerful, relational tool without the negative effects of other
interventions that pull students out of class for longer periods of time and interrupt the learning.
Chapter Two focuses on understanding the research behind trauma, CICO as a main
intervention with relationships at the center. Chapter Two includes on CICO as an opportunity
for students along with a book study for staff to support teachers and staff members in working
effectively with all students, but especially with those who exhibit extreme behaviors stemming
from a traumatic past. Additionally, the Chapter Two literature review covers trauma, Check-in
and Check-out, an overview of key theories synthesized to create a conceptual framework for
considering CICO, and the impact on schools today to further explain what can be done in
relation to trauma in schools. Chapter Three will concentrate on the methodology for this
research. Check-in and Check-out will be further explained along with professional
development while an intervention for students is taking place. Chapter Four focuses on the data
and results of the CICO process for individual students. Chapter Four also includes information
from the teacher and staff rank ordering exercise which includes supports and interventions
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which were rank ordered in their view of effectiveness. Chapter Five is an analysis of the
research findings and the implications for practice.
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CHAPTER II: LITERATURE REVIEW
Teachers and staff members spend many hours with their students each week and form
relationships. Hence, these adults can be a supportive member in their students’ lives. Teachers,
from their daily exposure with students, are usually the first to identify behavioral concerns and
indications of trauma (Alisic et al., 2012). With the intent to understand trauma and the impact it
has on schools, particularly elementary schools, an extensive review of literature on the topic of
trauma, relationships, and supports has taken place. Teachers and staff members play an
important role supporting their students who are recovering from trauma or utilizing strategies
when they are upset. However, research shows that elementary school teachers and staff
members are uncertain about their role and how they can help their students in a positive manner
following traumatic experiences (Alisic et al., 2012). Below, trauma is defined along with the
necessity of professional development to assist with supporting these students. The introduction
also notes that this qualitative study examines the role of administration in supporting staff
members to create a trauma-informed learning environment by providing professional
development in the form of a book study.
Today, most schools utilize a three-tiered systems approach for behavior. Tier 1
represents any universal approach or core program in which all students participate. Within Tier
1, behaviors are traditionally managed by creating school-wide expectations that promote
appropriate behavior observed from approximately 80% of the students in the school setting.
Tier 2 encompasses targeted interventions for students, approximately 15% of the student
population, for whom Tier 1 does not produce expected results. Tier 2 interventions usually
include social support, peer mentors, and CICO. Filter et al. (2007) explained that CICO has
many benefits, such as identifying targets for individual students, increasing the amount of
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prompts used for goals, daily and weekly feedback from caring adults, structured daily
schedules, and providing positive feedback to families given behavioral goals that are identified.
According to Horner et al. (2005), there are three components that have been noted to be crucial
for effective Tier 2 interventions: team-based systems of planning, interventions that have been
taught to the staff, and utilizing data to make decisions regarding the student(s) involved. Lastly,
Tier 3 involves approximately 5% of students who exhibit more severe behavioral issues (Crone
et al., 2010). Tier 3 consists of supports such as Behavioral Intervention Plans, collaboration
with the student’s pediatrician and/or mental health provider, a counselor referral, among others.
Within classrooms everywhere, students arrive with baggage from past events that have
affected them. Initially, it could be not eating breakfast, not having a pencil, or not getting
homework completed. Others could have experienced or witnessed domestic violence.
SAMHSA (2014a) noted that trauma “results from an event, series of events, or set of
circumstances that is experienced by an individual as physically or emotionally harmful or
threatening and that has lasting adverse effects on the individual’s functioning and physical,
social, emotional, or spiritual well-being” (p.7). Another study revealed that almost half of all
children experience at least one of these difficulties as a childhood incident (Child and
Adolescent Health Measurement Initiative, 2013), and each educational employee’s path to
address trauma in the classroom is therefore crucial. Having said that, professional development
is necessary for educators to increase their knowledge and confidence to be able to assist
students who have experienced critical events (Child and Adolescent Health Measurement
Initiative, 2013).
In order to address concerns related to trauma and professional development, there is a
need to also identify the effects it has on staff and students. Students who display negative
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behavior due to traumatic events have opportunities within the school setting for intervention
with mental health concerns (Weist et al., 2003). Many believe that within our schools, social
workers, counselors, and psychologists are often the first staff members to assist with mental
health issues; however, current research proves that teachers are actually the first in line
implementing classroom interventions as they provide approximately 41% of mental health
interventions (Franklin et al., 2012).
Complex trauma is then analyzed, and data is provided examining the effects. School
responsiveness and being trauma-informed motivates staff to review their current protocols
through a new lens based on the impact on the entire learning community. Professional
development from one school is considered and reviewed, along with their mission statement.
The review also highlights staff members who were resistant which added a challenge to the
staff. The statement of the problem was reviewed noting that trauma is a large factor in schools
today. Students in schools today require educators to use different strategies and skills than they
did previously to meet the needs of the ever-changing population of students who are served
(Cole et al., 2005).
Trauma-informed care incorporates a model of service that takes knowledge and
understanding of trauma and its effects in order to provide services to students in supportive
environments to avoid re-traumatization for children who have experienced trauma (Harris &
Fallot, Eds., 2001). In connection with education, trauma-informed schools utilize information
regarding trauma to design programs and classrooms that will provide a sense of safety, routine,
support, and success for all students.
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Theoretical Framework
Within the social-ecological model of trauma, it is important to understand the theories
regarding attachment, trauma, and development. In the book, Calmer Classrooms: A Guide to
Working with Traumatized Children (2007), Downey notes:
School systems must understand these three theories that are foundational in addressing
the issues of complex trauma in school aged children…Attachment Theory helps us
understand human relationship development from pre-birth onwards throughout the life
span. Trauma theory helps us to understand the neurobiological and psychological
impact of abuse and neglect on the human individual. Child development theory helps us
understand normal development and consequently development under adversity. (p.2
These theories promote the need for a relational approach to students, such as CICO. The
desire for positive adult attention is a real one. With CICO, the focus begins with
understanding the student needs, initiated by other caring adults.
In order to assist with mental health within the classroom, these are important theories to
consider. Schools are set up to use intervention systems with teachers at the front to collaborate
with others in order to find success for all students. With trauma at the forefront of school days,
it is important to understand that it varies by each setting and circumstance as does each
classroom and student. According to SAMHSA (2013), TIC includes the following key concepts:
…realizes the widespread impact of trauma and understands potential paths for recovery;
recognizes the signs and symptoms of trauma in clients, families, staff, and others
involved with the system; and responds by fully integrating knowledge about trauma into
policies, procedures, and practices, and seeks to actively resist re-traumatization. (p. 9)
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As one part of applying these concepts from TIC, I am currently reviewing escalating and
de-escalating practices that are in place at Shandy Elementary. De-escalation practices, such as
use of sensory items, push-in support, restorative practices, calming centers, and paths for
releasing energy, aim to keep students in the classrooms as long as they are safe. As highlighted
by Rossin and Hull (2013), schools today should focus on acknowledging the issues surrounding
trauma and work towards enhancing school cultures, protocols within the classroom, procedures,
and routines to create a more “trauma informed or trauma sensitive” learning environment. In
addition to classroom interventions, it is essential to consider whether teachers have the required
skill set to handle trauma. Being trauma-sensitive involves creating a positive environment
which notes the importance of safety, trust, choice, and collaboration (Evers, 2012). Therefore,
having continuous professional development regarding trauma and responses is critical in
assisting staff moving forward.
As identified earlier, the three theories explored in this study are Bronfenbrenner’s
relationship theory, Brown’s connections with empathy and shame, and Ko’s trauma informed
care. Bronfenbrenner’s (1993) theory aligns with the way staff build relationships with students
to best handle issues during the school day. The comprehensive nature of Brofenbrenner’s
ecosystemic model calls for the development of various responses to address the intricacies of
trauma and its impact on children. This model allows for an understanding of the effects, the fallout, and the research behind the trauma. The concepts presented by Bronfenbrenner (1993) also
provide avenues for other services, such as counseling or psychology, to effectively assist
students. According to Tishelman, Haney, O’Brien, and Blaustein (2010), having a traumasensitive approach acknowledge that trauma could significantly contribute to a student’s
behavior at school and the individual’s response to trauma can vary. This justifies a proactive
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approach with relationships at the center for students, their learning, and behavioral
interventions. Integrating available research on approaches to handling students with trauma,
brain development, and the causes and solutions to emotional outbursts could lead to beneficial
learning theories and academic opportunities for students (Zielger, 2011).
Bronfenbrenner’s (1993) Ecological Systems Theory (EST) posed the theoretical
framework that is captured within the review. EST noted that one’s development is influenced by
microsystems, mesosystems, exosystems, macrosystems, and chronosystems. Within ecological
theory, Bronfenbrenner (1993) emphasized the importance of interpersonal interactions within
the environmental systems. McLaren and Hawe (2005) highlighted the need for an individual to
fit into their environment. However, traumatic experiences negatively impact the student and
their ability to form positive relationships, regulate their response, and perform academically
(Cook et al., 2005). Thus, relationships should also be a consideration, especially when they are
included within interventions, such as Check-In Check-Out (CICO).
Brené Brown has spent much time studying courage, vulnerability, shame, and empathy.
Within all of these aspects, relationships are one of the biggest to consider. One of Brown’s most
impactful works focused on being vulnerable and the impacts that can have on various aspects of
one’s life. Brown (2012) discussed vulnerability and the impact it has within innovation,
creativity, and change. From a leader’s standpoint, change is a positive aspect of learning and
growing. This is an expectation given to students; however, it tends to be more difficult with
some staff populations. Within an educational setting, Brown (2012) noted the importance of
children’s complex social networks and the impact on relationships. She contended that fostering
relationships between students and staff can bolster interpersonal skills, and in turn improve
academic achievement. It is essential that teachers and staff build supportive relationships with
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their students in order to support trauma, academics, and social interactions as a whole. Brown’s
work promotes the notion that when students develop personal connections with their teachers
the tendency for behavior to interrupt class decreases and academic growth increases.
Brown (2012) further claimed that caring connections between staff and students are
requirements for productive relationships. It takes courage and the ability to put oneself out there
to build authentic connections with students, staff, parents, and other members of the school
community. Once these relationships take shape, connections are formed, trust is earned, and
growth can occur. Exercising empathy to understand what students, co-workers, and parents
bring to the table each day, plus engaging in vulnerable conversations, are necessary steps for
improvement to occur. Brown (2012) focused on the following aspects of fear: vulnerability,
getting hurt, disconnection, criticism and failure, conflict, and not measuring up. There seems to
be an emphasis of moving away from a belief in humanity, especially change and moving into
blame or shame. This also may mean that a teacher needs to reframe their story and recognize
that students are doing the best they can to build opportunities moving forward. Brown (2012)
noted that the key to building a relationship is maintaining the belief in human connection. She
stated that addressing this will take a lot of courage. From a behavioral aspect, staff must
understand that the behavior of the student is impacted from many angles and is not necessarily
aimed at the teacher.
As mentioned in the introduction, Brown (2012) focused on the characteristics of
connection, integrity, and love in her work. Connections between teachers and students are
extremely important with having a positive relationship, which supports Bronfenbrenner’s
(1993) interpersonal theory. By valuing courage over comfort, integrity leads to the
implementation of new strategies for behavior management since punitive consequences have
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been typically ineffective. Loving relationships must be nurtured and grown with time and
through joint experiences, and teachers have a unique opportunity to do this daily in order to gain
trust. Bronfenbrenner and Brown’s theories both address trauma and how to approach it from a
relational standpoint. The notion of a positive relationship connects positive circumstances, and
perhaps enhanced academic performance for all involved. True belonging is a practice that
requires anyone to be vulnerable, uncomfortable, and know how to be present without sacrificing
who you really are (Brown, 2012). The tough part for some comes in learning how to listen
better, have difficult conversations, be more curious than defensive, while looking for that
togetherness factor (Brown, 2012). Bronfenbrenner’s (1993) ecological systems theory and
Brown’s (2012) model of interpersonal connections, along with equity and ethics, align with the
scope and scale of this problem of practice. These issues can be overwhelming; thus,
determination and commitment are needed in order to make a positive difference to alter the
methods educators utilize with children.
Furthermore, Ko (2008) found that some children may recover quickly after adversity;
however, child or adolescent development can be stunted by traumatic experiences, which can
also result in profound long-term effects (Pynoos et al., 2006). This notion that repeated
exposure to traumatic events may change a child’s development in turn validates the theories of
increased risk of low academic performance and difficulties in peer and family relationships for
these children. Combined with a trauma-informed staff, Brown’s (2012) power of vulnerability,
and Bronfenbrenner’s (1993) ecological theory supporting change, there is a greater chance of
success for students when these concepts are appropriately implemented into school systems.
This gives students a fighting chance within their classrooms to get the best opportunities
possible and to change their trajectory despite any history of trauma.
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In connection with the social-ecological model, Ko et al. (2008) suggested the inclusion
of trauma-informed care within the schools and an integration of services. Schools house a
variety of students, regardless of academic talent, who all have different responses to trauma and
traumatic events. Schools are an important component of each child’s microsystems and
mesosystems, noting the interactions and influences of teachers, and adding the importance of
the classroom as the beginning for trauma-informed implementation of services
(Bronfenbrenner, 1993). These theories connect in their support of students in a relational and
positive sense since trauma care, classroom interventions, and relationships support the whole
child. Conversely, Brown (2012) highlighted the importance of understanding that shame is one
of the worst things an educator can do, especially repeatedly. When tied together, all three
theories agree that positive relationships are key, classroom teachers are instrumental in handling
trauma, and systems are developed based on responses. Therefore, it is vital to classroom success
for teachers and staff to be well-educated in how they respond to trauma among their students.
CICO and Theoretical Framework
CICO along with three theories, Bronfenbrenner’s relationship theory (1993), Brown’s
(2012) connections with empathy and shame, and Ko et al.’s (2008) trauma-informed care are
connected with trauma and supports within schools. Mission statements support students in their
educational experiences, however, students need to feel safe in order to learn (SAMHSA,
2014b). Within feeling safe to learn, teachers focus on positive relationships in order to promote
a good school environment. Within the social-ecological model of trauma, the Substance Abuse
and Mental Health Services Administration (SAMHSA) noted that trauma-informed care (TIC)
is promoted across settings. SAMHSA (2014b) explained that TIC is an “intervention and
organizational approach which focuses on how trauma may affect an individual’s life and his or
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her response to behavioral health services from prevention through treatment” (p. 11). It is
important to understand that TIC varies by each setting and circumstance.
For the purposes of this study, I reviewed escalating and de-escalating practices that are
currently in place at Shandy which result in marks, Office Discipline Referrals, and other
disciplinary procedures which later results in the use of CICO as a Tier II intervention. With
analyzing data, next steps are then taken to assist students with their needs through the MTSS
process. Quite often CICO is considered as an initial possibility. One of the first questions that
comes up is in regards of who the student has a positive relationship with already that we can
continue to utilize to benefit the student. De-escalation practices can focus on the relationships
already established and understandings that are built with our students. We also utilize sensory
items on a regular basis, push-in support for students who are struggling, restorative practices,
calm-down centers or stations, a sensory path for releasing energy, CICO, and other unique
opportunities within the classroom. The main goal is to be able to keep students in the
classrooms as long as they are safe.
Bronfenbrenner’s Ecological Systems Theory (EST) posed the theoretical framework that
is captured within the review. EST noted that one’s development is influenced by five
environmental systems: (a) microsystems, which include activities, social roles, and relationships
by the individual (e.g., daughter, friend, student); (b) mesosystems, which are interactions within
settings in which the individual is involved (e.g., home/school, home/community,
school/community); (c) exosystems, which involve interactions within situations that do not
specifically influence the individual (e.g., members of school board, neighbors, community
members); (4) macrosystems, which contain the cultural environment of settings that indirectly
or directly affect the individual (e.g. laws); and (5) chronosystems, which are major events and
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transitions that potentially occur within one’s life (e.g. divorce, natural disasters, wars)
(Bronfenbrenner, 1993). Within ecological theory, there is an emphasis backed by
Bronfenbrenner highlighting the importance of interpersonal interactions within the
environmental systems. This theory is complex, as is behavior and the communication it gives
school officials. Within schools, MTSS serves as a framework to support both students and staff.
Thus, having teachers and staff complete a book study together and collaboratively learn from
each other supports the EST in a socio-ecological setting supporting both students and teachers.
Social-ecology emphasizes the “fit” between an individual and their environment (McLaren &
Hawe, 2005). With this fit, it is important to consider the complexity of classrooms, other
students, and teachers within. Considering trauma and the effects, the social-ecological model
focuses on a “systemic framework for looking at individuals, families, and communities affected
by trauma in general: it highlights the bidirectional influence that multiple contexts can have on
the provision of behavioral health services to people who have experienced trauma” (SAMHSA,
2014b, p. 8). Trauma impacts individuals differently, however, it is important to understand that
traumatic experiences and their importance tie closely into behavioral health problems, front-line
professionals and community-based programs can begin to build a trauma-informed environment
across the continuum of care. Bronfenbrenner’s EST both affects how staff members approach
students, as well as supports the complexity of trauma and how it impacts decision-making
(Figure 3). EST emphasizes positive relationships with students and recognized that behavior is
complex and a form of communication.
One can conclude from Brown’s work that relationships are complicated, take time to
form, and need support. It takes courage to build authentic connections with students, staff,
parents, and other members of the school community. Brown (2012) accentuated the critical role
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of exercising empathy, understanding what students, co-workers, parents, etc. bring to the table
each day and having vulnerable conversations. This also may mean that teachers need to reframe
their story and recognize that students are doing their best. Furthermore, connection, integrity,
and love are three characteristics at the center of Brown’s work. Connection, according to Brown
(2012), is centered on being seen, heard, and valued without any judgment (Brown, 2012). This
can be difficult to do within a classroom setting or can be misunderstood from students given the
tone or words that are used. This idea that connection is essential to having a positive
relationship aligns with Bronfenbrenner’s theory. Integrity focuses on courage over comfort,
which I consider when trying new behavioral strategies over using the same punitive
consequences that have not worked in the past. Love is something that is nurtured and grown,
just as relationships are. Bronfenbrenner’s and Brown’s theories both form a notion of how
trauma can be addressed from a relational standpoint. Thus, I chose to incorporate Brown’s
theory into this study since relationships must remain at the center of positive educational
situations.
Bronfenbrenner’s Ecological Systems Theory and Brown’s Model of Interpersonal
Connections, along with equity and ethics in education, connect the scope and scale of this
problem of practice. These issues are intense; thus, determination and commitment are needed to
positively influence the methods used to teach students on a daily basis. Relationships are a large
part of working with students. Considering trauma and the effects, the social-ecological model
focuses on the framework regarding trauma and the supports that are in place to assist.
CICO
Problem-Solving Team meetings were held monthly, or at times more frequently as
needed or requested by the teacher. Specific students who experienced traumatic episodes were
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the focal point of meetings, interventions, and communication. A data collection tool, CICO
daily card, was utilized in order to track daily progress on the desired goals and targets (See
Figure 2). Data was entered by the CICO mentor on a weekly or daily basis based on the CICO
chart the student carried with them. These were collected weekly to analyze and assess progress.
The CICO coach reaffirmed the data and de-identified it to coordinate the study. The researcher
met with these teachers and staff members on a weekly basis. These tools were gathered each
week in order to better understand staff concerns, highlight successes, and make additional
decisions in the best interest of the students. Progress was noted and shared. The goal is for a
student to obtain 80% or more of their daily points based off of goals the team has decided on.
The student carries the CICO card to each class. Each teacher will circle the number that
corresponds to how the student either achieved or did not achieve the goal.
Relationships Matter
Research notes that there are documented cases of students who are currently or who
have been exposed to some form of abuse (Kracke & Hahn, 2008). These experiences, traumatic
or not, can negatively impact a student’s ability to form relationships, regulate emotional
responses or outbursts, respond in a more appropriate manner, and perform academically (Cook
et al., 2005). The research contends that students need adults in education who advocate for
them, provide safe opportunities for learning, and offer opportunities that honor students as
individuals (Cole et al., 2005). Schools now find themselves responsible for prevention and
intervention for students who have experienced trauma (Cole et al., 2005). Students today require
teachers and staff members to use strategies and interventions, along with a variety of skills, to
meet the needs of a different and diverse population (Cole et al., 2005).
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Social and Emotional Learning (SEL) standards exist within schools, usually along with a
curriculum to assist with the teaching of those standards. In my own experience, every teacher
will at some point encounter students who are experiencing trauma in their personal lives, such
as hunger, homelessness, or even domestic violence; therefore, these students will have
additional needs beyond education while at school. Cole, O’Brien, Gadd, Ristuccia, Luray
Wallace, & Gregory, 2005, noted that when students have stress or fear, their brains trigger a
chemical that causes them to have a fight, flight, or freeze response. Hence, having a curriculum
to practice social situations could assist with these students and practice.
Within school systems throughout the country, there are tiers or levels for academic and
behavior teams. Trauma has proved to be no different regarding a need for support. Many school
districts utilize Social Emotional Learning standards, along with programs such as Second Step
to ensure the standards are taught. While these programs have been put into place in schools
across the country, there is little understanding of their effects. In an effort to meet the many
needs students have in schools, all staff should have guidance regarding tools, supports, and
professional development to address the needs of students who have experienced complex
trauma (Tishelman et al., 2010). Research shows that students who are past their primary years
and are already into adolescence experience possess “the most rapidly developing brain areas
responsible for three core features of executive functioning necessary for autonomous
functioning and engagement in relationships” (Cook et al., 2003, p. 11). The need for early
intervention is real along with the supports necessary to meet the needs of all involved.
Supports for Social/Emotional Learning
During the early 2000s, discipline policies began shifting from reactive to a more
proactive approach when managing student behavior (Feinstein, 2003; Horner et al., 2005). A
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proactive approach, such as Positive Behavioral Interventions and Supports (PBIS), assists with
behavior among all students (Tier 1) by embedding modeling and direct teaching of appropriate
behaviors, to decrease the inappropriate behaviors which leads to a more effective learning
environment (Carr et al., 2002). Within the PBIS framework, all students receive universal Tier 1
supports, which include explicitly teaching behavioral expectations to students, acknowledging
positive student behaviors on a consistent basis, and using data to drive educational decisions
(Crone et al., 2010; Horner, Sugai, & Anderson, 2010; Sugai & Simonsen, 2012). Research
shows that approximately 80% of students respond to Tier 1 supports and meet school
expectations (Crone et al., 2010). Tier 2 supports include targeted interventions, such as CICO,
to assist approximately 15% of students who are not responding to the universal expectations.
The goal of Tier 2 is to match an individual’s behavior with a research-based intervention
(Horner et al., 2010). Tier 3 supports are for students who require a more intensive approach and
are likely to include a Functional Behavioral Assessment (Campbell & Anderson, 2011; Todd,
Campbell, Meyer, & Horner, 2008).
CICO is a Tier 2 intervention designed to decrease problem behaviors and increase
academic engagement for students who have mild but inappropriate behaviors that are nonthreatening (Campbell & Anderson, 2008; Campbell & Anderson, 2011; Crone et al, 2010;
Fairbanks, Sugai, Guardino, & Lathrop, 2007). CICO incorporates preventative measures to
decrease problem behaviors by increasing both positive adult interactions and frequent positive
reinforcement for appropriate behaviors within multiple intervals throughout the day (Campbell
& Anderson, 2011; Simonsen, Myers, & Briere, 2011). CICO gives students an opportunity to
make meaningful connections with adults and also provides a structured process for frequent
feedback on behavioral expectations (Campbell & Anderson, 2011; Fairbanks et al., 2007).
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SEL incorporates at least three tiers of systems of support (Crone et al., 2010) that help
promote a healthy culture and minimize behavioral issues (Lewis & Sugai, 1999; Scheffler &
Aksamit, 2006). Much of the research on SEL highlights CICO as an effective Tier 2 behavioral
support (Campbell & Anderson, 2011; Hawken & Horner, 2003; Todd et al., 2008; Simonsen et
al., 2011). CICO is a multi-step daily intervention that requires students to check in with a caring
adult at multiple points in the school day, receiving verbal prompts and positive praise regarding
the expected behaviors (Crone et al., 2010). Classroom teachers begin each morning with
feedback, followed by check-ins with the students at different intervals throughout the day. At
the end of the day, the students check out with their mentor/caring adult to have a conversation
about their performance throughout the day regarding their target behaviors (Crone et al., 2010).
Following this discussion, the CICO card is taken home to be signed by the guardian and
returned to school the next day for their morning meeting with their caring adult (Crone et al.,
2010).
CICO is a proactive intervention that begins with the classroom teacher and other
problem-solving team members deciding upon target behaviors that need to be reduced through
constant monitoring and increasing prosocial behaviors (Campbell & Anderson, 2011; Simonsen
et al., 2011; Todd et al., 2008). There are at least three main purposes of CICO: improving
student engagement, increasing prosocial behavior, and positively affecting educational
outcomes in the classroom (Campbell & Anderson, 2011). Problem-Solving teams should then
meet regularly to look at the data to make sure that students are making adequate progress
(approximately 80% for the majority of the time) and to decide if there are any changes that need
to be made to this intervention (Filter et al., 2007; Todd et al., 2008).
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Why CICO?
A study by McIntosh, Campbell, Carter, and Dickey (2009) implemented CICO with 34
students in six schools in the Pacific Northwest and uncovered a decline in office referrals,
decreases in negative behaviors, and increases in other appropriate behaviors, including sharing
and volunteering. Another study of CICO implementation involving four students in a suburban
elementary school found that there was an increase in academic achievement and a reduction in
problematic behaviors for all four students studied (Campbell & Anderson, 2011). Furthermore,
an investigation of CICO implementation in a rural school revealed a decline in office referrals
and a decrease in the number of inappropriate behaviors for four children within the primary
grades (Todd et al., 2008). Overall, research proves that CICO can improve all aspects of
education for students, especially those who have a background of traumatic experiences.
Social Importance
Social validity, or social importance, and acceptability of interventions by stakeholders
(e.g., parents, students, teachers) are critical for the continued implementation and effectiveness
of interventions at hand (Cooper, Heron, & Heward, 2007; Wolf, 1978). Several studies
indicated that CICO implementation within school settings reported high ratings for social
validity (Filter et al., 2007; Hawken & Horner, 2003; Hawken, MacLeod, & Rawlings, 2007;
Hawken, O’Neill, & MacLeod, 2011; Lane, Capizzi, Fisher, & Ennis, 2012; Mong, Johnson, &
Mong, 2011; Simonsen et al., 2011; Todd et al., 2008). In a descriptive study comparing student
discipline rates prior to and following CICO intervention, 17 faculty and staff were asked to rate
the effectiveness and efficiency of CICO using a 6-point Likert scale (Filter et al., 2007). The
results of this study revealed satisfactory reviews of CICO from most of those who were
surveyed. Overall ratings were a 4 or higher regarding ease of implementation, importance of
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effects, and preference of the CICO compared to any other interventions (Filter et al., 2007).
These findings bode well for administrators looking to utilize measures such as CICO to improve
school culture and intervention outcomes.
Limitations of CICO
Within published research, there is a small sampling of evidence noting that CICO can
reduce problematic behaviors for secondary students (Ennis, Jolivette, Swoszowski, & Johnson,
2012; Mitchell, Adamson, & McKenna; 2017). Most of those who participated were male;
research on implementing CICO with female students is sparse (Mitchell et al., 2017). Due to
limited oversight of CICO implementation by researchers or administrators, unless research or
case studies are being conducted, school staff utilizing CICO may modify the procedures and
extend punishments to address problem behaviors (e.g., detentions, grade demotions) which
could negatively impact the fidelity of CICO implementation and ultimately the effectiveness of
the intervention (Ennis et al., 2012).
Teachers and Parents: Support and Involvement
Critical for success with CICO is both teacher support and parental involvement
(Hernandez, 2005; McCracken, 2004; Zins & Elias, 2006). Daily parent communication required
in the CICO intervention allows a pathway for parental involvement to support both the child
and the teachers involved in changing the trajectory of unwanted behaviors in the classroom and
at school. Students whose parents actively participate in their education usually have higher
grades and test scores, a lower rate of absenteeism, and show more positive behaviors (Anderson
& Minke, 2007). Parents are an additional source of support and can influence their child’s
behavior (McNeal, 2001).
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Positive, healthy relationships are a necessity to effectively support students and teach
them skills needed to be successful on a variety of levels: academically, socially, emotionally,
and behaviorally. Teachers and staff should strive to foster meaningful relationships with
students, as the presence of at least one caring adult has all of the possibilities of making a
significant difference in a student’s life (Hupfeld, 2010; Repetto, Cavanaugh, Wayer, & Liu,
2010). Each day, teachers have interactions with students which can be immensely powerful and
increase the likelihood of a student’s success or failure (Demaray & Malecki, 2002). In this way,
CICO has the opportunity to bolster teacher-student relationships through multiple contacts
throughout the day.
Teacher Response
A study by Alsic et al. (2012), involved 765 teachers in the Netherlands and focused on
teachers’ perceptions of trauma-informed practices. The study indicated that more than half of
the teachers who were surveyed found it tough to avoid getting emotionally involved when
working with children of trauma. The teachers also described their role as the teacher within the
classroom to be difficult, as opposed to providing a mental health expert for their students.
Teachers who were surveyed found it difficult to understand or recognize when children need
mental health assistance from a provider versus services from within the school, and they did not
know the best ways to support a child after a traumatic event. These issues make it difficult for
children who have had traumatic experiences to meet all the classroom expectations in a
consistent way (Bloom, 1999; Wisconsin Department of Public Instruction, 2012).
A teacher’s response to a difficult and/or disruptive behavior can negatively affect a
classroom’s environment and potentially be challenging for all involved. The effects of trauma
on students are not just a direct result of the specific event, but instead arise from how a student’s
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mind and/or body reacts to the traumatic experience (van der Kolk, 2005). These traumas can in
fact negatively impact any and all aspects of a child’s development. Hence, professional
development opportunities are important for staff to know the correct response when it comes to
behavioral situations. Many teachers who were surveyed by Westling (2010) noted that
challenging behaviors take up the majority of their time, increase their stress levels, and
minimize learning for the child involved, as well as the other students within the classroom.
Thus, teachers often feel as though they are even less successful or effective.
Healthy Relationships
Trauma can negatively impact a student’s functioning at school and beyond. Following
trauma, children may struggle with trusting their peers and/or adults, which can manifest in
various ways, especially as problematic behavior. Tishelman et al., (2010) explained that
“chronic childhood trauma interferes with the capacity to integrate sensory, emotional, and
cognitive information into a cohesive whole and set the stage for unfocused and irrelevant
responses to subsequent stress” (p. 285). This notion is expanded upon by O’Neil, Guenette, and
Kichenham (2010):
The core of attachment is the regulation of emotional experiences. There is a small
window of time within a child’s development when emotional stimulation allows
children to identify appropriate emotions later in their lives…childhood abuse and
neglect profoundly distort and impair self-regulation, interfering in the development of
affect regulation and tolerance (p. 192).
Therefore, students with a history of trauma may have difficulty trusting teachers,
authority figures, or peers. They may also isolate themselves or be drawn into unhealthy
romantic relationships. The National Scientific Council on the Developing Child (2010) revealed
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that early introduction to situations that “produce persistent fear and chronic anxiety can have
lifelong consequences by disrupting the developing architecture of the brain which can lead to
both immediate and long term physical and psychological problems” (p. 1). Thus, with even a
basic understanding of what students with trauma experience, teachers can better serve their
specific needs in the classroom, ensuring they learn and succeed in multiple aspects.
Professional Development
Multiple pieces of evidence prove that trauma is everywhere and can affect a person’s life
in various ways. Fallot and Harris (2001) contended that children can often heal from traumatic
events through trauma-informed care (TIC) since it can meet the diverse needs of a traumatized
individual (p. 2). TIC centers on an “understanding of the prevalence and impact of trauma and
the complex paths to healing and recovery,” and is “designed specifically to avoid retraumatizing those who seek assistance as well as staff working in service settings” (Harris &
Fallot, Eds., 2001, p.2). Hence, trauma-informed practices involve the use of understanding,
relationships, and care regarding trauma by educators to make modifications that will support the
student’s development within the classroom and school (Evers, 2012). It is imperative that staff
members recognize and understand trauma to avoid triggering a response based on the students’
traumatic experiences. Blodgett, Lawyer, Gates, Turner, and Wagner (2012) argued that “given
the demands facing educators in schools, there is little room for leaving any staff members in the
educational system disengaged and frustrated” (p. 15). This requires a change in mindset, an
understanding of the brain, and a need for changes in systems within schools.
Noting that children spend a large amount of their day in school, the concept of TIC is
essential for educators. Cole, Eisner, Gregory, and Ristuccia (2013) defined a trauma-sensitive
school as “one in which all students feel safe, welcomed, and supported and where addressing
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trauma’s impact on learning on a school-wide basis is at the center of its educational mission” (p.
11). Without trauma awareness or acknowledgment of a student’s trauma history, teachers and
staff are unable to make the connection between that student’s behavior and the traumatic
experiences. In this way, the work within this study to understand trauma, prioritize professional
development for staff within school programs, analyze school wide and classroom practices, and
develop leadership to create a welcoming environment for trauma-sensitive learning, is
extremely important in order to close any of these gaps in education.
Equity
One significant impact on children is their family’s income or socio-economic status.
Okpala (2002) mentioned that the socioeconomic status of a student is an important predictor of
achievement in school. According to Hodgkinson and Goldberg (2000), parents’ education level
and household income can often predict 45% of the national assessment scores without knowing
anything about race, which means that socioeconomic status is twice as predictive as race.
Consequently, if students are living in a home below the poverty line, they often may not have
access to tools they need to be successful in the classroom. As a principal within a low-income
school, I have observed this within our school. Children are not in control of which family they
are born into, but that factor can result in reduced opportunities and experiences. Therefore, the
playing field is not equal across districts, schools, and the state. Students who have experienced
traumatic events in their lives often come to school and are not able to handle the academic and
social demands placed on them. Schools play a significant role in the adjustment of traumatized
students and often serve as a buffer from the entire effects of adversity (Adelman & Taylor,
2008).
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Critical Race Theory
Nationally, people of color are more likely to live in poverty than their white peers.
While 11.6 percent of white Americans live in poverty, 25.8 percent of Black, 23.2 percent of
Latino, and 27 percent of American Indian and Alaska Natives live in poverty (Office of Civil
Rights, 2000). Families of color are also between 6 and 9 times more likely than white families
to live in areas of concentrated poverty, exacerbating the effects of poverty and impeding
opportunities to improve financial situations (Office of Civil Rights, 2000). Economic status is
the biggest predictor of educational success, which is another issue of equity. There is a large
quantity of evidence that shows that academic underachievement exists for many Black males in
Pre-K through grade 12 schools; however, social and emotional challenges exist for these
individuals as well. Black males currently make up approximately 7% of the nation’s PreK-12
student population, yet they make up a disproportionate percentage of students who are in special
education classes, alternative schools, and remedial classrooms (Office of Civil Rights, 2000).
Students who live in poor areas face many challenges which can affect their learning and
development. Santiago, Stump, and Wadsworth (2011) state, “living with persistent poverty
damages one’s psychological health” (p. 218). Many students in the US grow up in a poverty
situation. There is research that supports that “growing up in low-income, urban environments
exposes children to severe and ongoing trauma” (Kiser, 2007, p. 211). Students in these living
situations are more likely to experience stresses such as chaos, family conflict, violence,
incarceration, death of a family member, mistreatment and or neglect than their peers in a more
affluent community (Kiser, 2007).
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Ethical Consideration
Due to the prevalence of trauma, the loss of skilled educators could prove to be a large
problem for the profession of teaching. Teacher stress, burnout, and anxiety, particularly after a
traumatic event, play a part in this desertion of the profession and an inability to engage in
meaningful pedagogy (Agaibi & Wilson, 2005). This work is taxing, and the challenges are real.
Consideration must be given to the ethical dilemma of choosing between the right thing to do for
the students versus the staff. For students, the ideal approach is to get to the bottom of the
behavioral challenge rather than just sending the student out of the classroom for someone else,
usually an administrator, to handle. In my experience, there are students in classrooms today
have complex needs. Students of trauma often come to school in a heightened state which can
then lead to behavior issues and for them to live in a flight or fight survival mode (Blodgett &
Turner, 2012). This state then negatively impacts learning (Blodgett & Turner, 2012). On the
other hand, teachers then become exhausted and frustrated from a perceived lack of support from
administration or others within schools. Rossin and Hull (2013) made the following claim:
The creation of a safe and supportive school environment for students impacted by
traumatic experience also enhances the learning environment for all students. When we
create safe and supportive school communities, the benefits to all children are
significant…regardless of exposure to trauma. (p. 254)
Inadvertently, data from mark charts and office referrals often reveals that most behaviors
are occurring in the classroom each day rather than other areas of the school, such as in the gym,
cafeteria, buses, and the hallway. Classroom teachers become physically and emotionally drained
by these behavioral issues; therefore, ethics comes into play when teachers and support staff do
not make the best decisions or have the most appropriate responses when behavior occurs due to
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this stress and fatigue. The continued expectation that teachers must solve behavioral crises each
day contributes to the decline of the profession overall. It is important to identify, acknowledge,
and address student issues from the beginning by obtaining input from staff who have the
understanding or knowledge of the student (Cole et al., 2005).
As schools work to become more adept at implementing trauma-sensitive practices,
teachers and staff need to understand that students who have experienced trauma can respond
differently and their personal histories will influence how they interact within the school itself.
When a staff member is identifying and evaluating a student who may have been involved in a
traumatic event, schools should: (a) understand different hypotheses of trauma when working
with challenging students; (b) consider the implications regarding the research of the brain and
trauma; (c) choose a strategy that best meets the needs of the student; and (d) utilize data with the
hypothesis at the core (Tishelman et al., 2010; Blodgett, Turner, & Harrington, 2010).
However, that creates a large burden for staff members to bear. Westling (2010) shared results
from his survey which revealed that approximately 44% of the teachers surveyed agreed that
challenging behaviors makes them consider quitting their jobs. Therefore, it is imperative that
teachers who work in areas of high poverty and trauma be supported and be provided resources
to effectively deal with challenging behaviors.
Restorative Practices
Brené Brown's (2012) model of interpersonal connection spans a continuum, ranging
from empathy (most connected) to shame (least connected). According to her shame-resilience
curriculum, vulnerability is the key to helping educators connect with students, which in turn
yields empathy, and can overcome the destructive impact of shame. Thus, understanding and
empathy from a caring adult can help contextualize symptoms of trauma as abnormal behaviors,
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not misconduct. Brown (2012) noted this is a vulnerability issue. Having a supportive
environment, where students feel safe and belonging is not threatened, students could thrive and
take chances (Brown, 2012). This is where a caring relationship will assist, especially with
empathy and listening. To date, many schools have turned to Restorative Justice or Restorative
Practices to effectively work through the causes of behavior and understand next steps, which
focus on rebuilding the relationship between the victim and the offender. Educators strive to help
students grow academically and if they are not moving forward, early interventions are put in
place. Regarding behavior, teachers often feel as though the students should come to school
knowing how to behave, even if there are different standards at home and at school. Therefore, a
disconnect begins. Managing student’s emotional outbursts and regulation is important when
assisting the student and to maintain a peaceful classroom (Downey, 2007). Trauma changes the
rules in any game, with the person’s functioning and development typically altered and now
formed around the traumatic event (Hodas, 2006). Rossin and Hull (2013) expanded on this
same idea:
The reality of childhood trauma is that it effects a significant proportion of the school
aged population, and its influences are considerable within the school setting…the
influences are strongly moderated by the environment in the development takes place.
As such, schools offer remarkable opportunities to address the needs of the substantial
youth population whose lives have been affected by traumatic stress. (p.9)
As the research reveals, the effects of trauma within the school setting must be
proactively addressed.
In order for students to be receptive to new learning, there needs to be a supportive
ecosystem based on social and emotional development in schools, which includes awareness
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among educators, a trauma-informed MTSS, and a school-wide SEL curriculum taught by
teachers, like the Second Step Program. Addressing the many needs of students who have
experienced trauma is a challenge that continues to affect our schools. Schools play a large role
for students who have experienced traumatic events; therefore, schools serve as a buffer from the
effects of adversity (Adelman & Taylor, 2008). The literature provides teachers and staff with
guidance on school-wide frameworks, such as the Positive Behavioral Support Systems (PBIS)
and research-based practices. The notion is that when teachers and staff members understand the
complexity of trauma and have the skills and knowledge to address it, learning environments will
be created that are safe and nurturing. As stated by Blodgett et al. (2012), “When students feel
safe, they can calm down and learn” (p. 6).
Relationship of Study to Theory and Research
In working with children who have experienced trauma, Anne Gearity (2009) noted that
there are common behavioral characteristics of traumatized children. Traumatized children can
potentially have interactions with adults that are confusing and can interfere with classroom
behavior. For example, students might expect a harsh reaction from adults they work with, or
they may assume that the staff member is ignoring their needs and, therefore, will not ask for
assistance when they are struggling (Gearity, 2009). This same study showed that quite often
requests that are made in the classroom setting for compliance turn into power struggles, which
better informs the case that educators need additional training in even the foundational aspects of
classroom management, relationship building, and meeting the immediate needs of students.
Within a school utilizing TIC, it is extremely important that staff be trained in childhood trauma,
positive supports and response systems, promotion of success in learning, and safe/supportive
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classrooms. Having a safe and stable school culture is key to the healing process for children of
trauma (Brunzell et al., 2015).
Children who have experienced trauma can have difficulty managing their emotions or
self-soothing when stressed. Teachers and staff need professional development in order to assist
with these feelings and situations beyond the SEL curriculum or standards for continued learning
for all. As schools work to make plans for individual students, goals are established, such as
targets within CICO, especially when the student has experienced trauma. Interventions, such as
CICO, are woven into the student’s daily activities in the classroom, cafeteria, hallways, specials,
and recess. Blodgett et al. (2010) explained that “this enables children to feel academically,
socially, emotionally, and physically safe wherever they go in school. When children feel safe,
they can calm down and learn” (p. 6). When faced with a consistent flow of stress chemicals
within their bodies, or reliving traumatic events, students can fail to learn how to calm
themselves down or regulate their feelings thus interrupting the learning process for many
(Tishelman et al., 2010). These emotions can manifest into deeper or more long-term mental
challenges if they are unsure of how to deal with the emotions they are feeling and can “exhibit a
wide range of problem behaviors, including aggression, poor peer relations, and emotional
dysregulation” (Crozier & Barth, 2005, p. 198). Students are often unable to identify their
internal emotional experiences; thus having events that are predicted, supporting vocabulary for
emotional experiences and making connections with their own emotions, coping techniques, and
the impact or the past or current situations are all pieces of the puzzle when supporting safety
within the classroom (Blaustein & Kinniburgh, 2010; Arvidson et al., 2011).
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Summary
The literature provides many examples of students whose needs are not being met. It is
imperative in schools today to have caring, trained, and motivated adults in order to make
progress in all areas. Existing practices must be examined, and plans should be made to support
all students within the schools and their environment. Relationships, interventions, and
professional development are all pieces of this puzzle. CICO is one promising approach that
provides educators with a tool for centering relationships to support and nurture, reducing the
struggles experienced by the trauma-informed student.
Professional development for all, including secretaries, janitors, food service staff, and
teachers/paraprofessionals, needs to be consistent and differentiated to effectively work with all
students. By utilizing an ecological approach with students who have experienced trauma, the
understanding is that there are many levels that influence a student’s development, including the
parents, family, school, and additional stakeholders all who have relationships with the student
Blodgett, Turner, & Harrington, (2010) . A review process is essential for data analysis with all
teams understanding the function. Support looks different given the behavior that is displayed.
Having a team system is important in creating levels and systems of support. It is essential to
know and understand the function, what the behavior is communicating, and how to effectively
respond to it. Involving all stakeholders and the communication of the outcomes is critical for
developing next steps. At the root of the issue is the need for positive relationships, trust, and
support.
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CHAPTER III: RESEARCH DESIGN AND METHODS
Introduction
This chapter focuses on the methodology used in this study. The purpose statement is
revisited followed by a restatement of the research questions. Specific research procedures are
also discussed, including why the mixed methods research design was used for this study as well
as how the sample of participants were selected. Additionally, this chapter covers the data
analysis employed, and the Cycles of Inquiry as a mode to further information. Finally,
validity/trustworthiness and authenticity procedures, and ethical issues are addressed.
Purpose
The purpose of this study is to examine how the use of CICO by teachers coupled with
the book study helped improve practice and student behavior at Shandy Elementary School.
Often, students who have experienced trauma are noted to need additional supports, which CICO
is one. CICO data is reviewed to show how students performed at school with desired goals,
weekly progress updates, and a relationship with an additional caring adult, the CICO mentor.
[Teaching practices are an important component of understanding responses of students in order
to further their academic and behavioral advances.
Study of the School Context
Shandy Elementary School is a Kindergarten through fifth grade building located in
Bloomington, Illinois. There are approximately 364 students currently enrolled. Currently, 8%
of our school population is considered homeless and the mobility rate stands at 14%. Currently,
the student body is comprised of mainly minoritized students with only 29.4% being white.
Additionally, over 80% of students come from low-income households. Due to these
demographics, my theory of action supports the need for understanding de-escalation techniques,
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including building solid relationships with our students, especially those who have trauma in
their lives. The need for relationship-based interventions, such as CICO, paralleled with
professional development for staff regarding trauma, brain, and relationships is a necessity as
students who are impacted by trauma, even minor events, continue to enroll in our schools. With
COVID 19, trauma could be even more prevalent as students have been away from school since
mid-March and have not been in a classroom setting with structure for quite some time. Trauma,
as noted in earlier chapters, can be present in many different forms.
Being the principal of Shandy Elementary, I see how time is an important factor
considering how much actual time behavior takes out of daily schedules, routines, academics,
and structures. Thus, having a positive relationship matter from the start, especially those
supported with CICO. CICO can include multiple layers of relationships and staff to utilize
within a school setting. CICO becomes a tool that is used school-wide, not just a singular trick a
teacher has in their tool basket. Teaching practices must be reviewed and considered, especially
de-escalation techniques in order to build capacity to handle childhood trauma in schools. There
are older practices, such as administering punitive consequences, yelling at a student, and
sending a student out of the classroom for the remainder of the day, which are embedded in the
culture of the school and can elicit more trauma due to the non-relational nature of the
techniques. There are instances every day in which our students need more than we are giving
them. For example, when a student runs around the classroom and throws an item in frustration,
the goal is to seek a calm state rather than pushing the student out of the classroom and shutting
the door. The main objective is to increase positive relationships and academic achievement,
focusing on these win-wins and preventing trauma-induced behaviors from nullifying our efforts
to support all the students.

53

Within the district, Tier 1 implementation of interventions was the focus for classroom
teachers. Tier One needed to be in place for all students and followed for the first 45 days to
obtain a baseline and fully teach the expectations and routines to all students. Following the first
45 days of school, Tier 2 interventions were put into place. This explains why students were not
on CICO prior to November. Students who had office referrals or an excessive number of marks
from their classroom behavior charts were discussed in Problem-Solving Team meetings with the
classroom teachers. These students were either brought to the table by a classroom teacher,
principal, support staff, or the Tier 2 coach. From there, adding students to CICO was discussed
and decided. Parent letters were then sent home regarding CICO and the steps in place. Upon
approval, CICO was then reviewed with the student, teacher, and CICO mentor.
Role of Researcher
In working with a variety of stakeholders, it was essential to understand that my role
involved researching best practices, supporting stakeholders, and looking at the data from a
variety of angles without bias. On the flip side, as the principal, my job remained to support the
staff with a variety of needs, which led to conducting the book study at the same time as
implementing interventions in order to create opportunities for staff reflection during this
process. Trauma is a sensitive subject within our school as teachers want to teach without the
constant interruption that trauma can bring. My hope was that teachers would uncover details
regarding trauma from the book study and be reflective about practices that they could
essentially change, thus positively affecting the learning environment and academic
achievement.
Being a researcher for this project and knowing CICO data can change given a variety of
circumstances, I continued to monitor the data that was input each week. I made agendas for the
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Problem-Solving meetings with the CICO coach on a bi-weekly basis. I provided this
information along with data recaps for all staff. Knowing the data would appear in the research,
staff did not question it and all agreed to be a part of the study moving forward. All staff knew
and were reminded that they could opt out at any point without any penalty. Due to COVID 19,
we moved to Zoom meetings following March 16, staff knew and were reminded that they could
leave a meeting without consequences.
Each problem-solving meeting was held in our conference room, room 8. We had a large
table in the center of the room and all the staff who attended sat around this table. There was no
pre-arranged seating. All staff could hear and see everyone around this table. Our meetings took
place either prior to school beginning at 7:30am or at 3:30pm following dismissal. Each meeting
was approximately one hour long. Problem-Solving Meetings occurred once per month, unless
we needed an additional meeting due to teacher request.
CICO
Each student who was designated to be on CICO met with their CICO mentor each
morning prior to going to class. These meetings lasted less than five minutes. During the
meeting, their CICO goals were reviewed and positive comments about the day before were
shared. These meetings allowed for a brief but positive interaction with a caring adult outside of
their classroom teacher, hence creating a new, affirming relationship. These meetings also
afforded an opportunity for reminders about the expected or appropriate behaviors throughout
the day.
Teachers provided students on CICO scheduled and specific feedback on their CICO
cards. Students had opportunities to earn points for each goal that was established during
Problem-Solving Team meetings. These were circled on their card. Teacher feedback to the
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student was expected in increments throughout the day. These increments were separated by
subject or class. Specifically, teachers were to give positive and specific praise for appropriate or
expected behavior. Students were assigned a score of a 0, 1, or 2 points on their CICO card. A
score of 0 noted that the student’s goal was not met during this time frame. A score of 1
indicated that this goal was partially met, and a score of 2 showed that the goal was achieved If
they did not earn the points, corrective feedback was offered.
Each student on CICO checked-out with their mentor at the end of the school day.
During this session, CICO mentors reviewed their student’s CICO card and talked about what
went well and if there was anything the student could have improved. The CICO mentor, who is
chosen from input within the problem solving team and classroom teacher, would then added up
their points to determine if the student met their goal. If the point target was not met, the CICO
mentor provided a chance to review the targeted behavior and how they could achieve maximum
points in order to do so.
CICO mentors entered daily totals for their individual students on a CICO Data Tracking
document that was housed with the CICO coach. This data was reviewed weekly with the
Problem-Solving Team and the student’s teachers to make sure that decisions were data-driven
and connected to behavior. In discussion with the student’s teachers, attendance, mark chart data,
and ODRs were reviewed and academic concerns were addressed if necessary. During this time,
the Problem-Solving Team considered adding interventions, tweaking CICO goals, or dismissing
interventions based on data. Classroom teachers and CICO mentors conferred with the individual
students when meetings would occur and communicated with parents to ask for their thoughts
and concerns.
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Each student’s CICO cards were determined based on goals from the classroom teachers.
Each student’s card was different and based on their needs. Scores were updated electronically
on a daily or weekly basis. Graphs were sent home to parents regarding progress. There were
many opportunities throughout the day for students to receive feedback and earn points for
expected behaviors, such as CICO with their mentor, hourly intervals with their teacher, and a
reflection time with parents regarding how their day went. It is important to note that teachers
were not given any additional training on CICO within the school setting; however, within the
study, teachers were given the Help for Billy book to continue to look at trauma and address
behavioral concerns both independently and as a grade level team. Individual teams decided on
which chapter they would present to the staff as a team.
COVID-19
On March 16, 2020, we were provided with an Institute Day for teachers and staff to be back
in the buildings to prepare for their time at home due to the closing of schools across the state of
Illinois. At that point, the Coronavirus numbers had spiked, causing concerns for safety and the
closure of schools by Governor Pritzker. The original thought was that we would be back in
school once there was a decline in numbers and it was safe to come back. With the Coronavirus
being new and a serious health issue, there were many unknowns regarding the prevention and
the spread of this virus. Given these safety issues, educators had to think of a plan to educate and
engage students. Within a short period of time, our district went to an on-line format and also
sent home choice boards with work for students to complete. CICO was halted at this point since
it was an intervention that could not be completed with integrity given the current circumstances.
For the remainder of Spring, 2020, we never went back into the classrooms. With this, CICO
data was no longer collected and therefore I was unable to see what was impacting classrooms
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given that the professional development component continued even though students were no
longer physically in our classrooms or school.

Research Questions
With pressures from every direction, teachers remain committed to teaching students.
For meaningful learning to occur, behavior management must be solid, practices must be
implemented with integrity, communication between home and school must be happening, and
students must feel safe within their environment. De-escalation practices reflect respect for the
whole child in preserving their dignity. Unfortunately, there is not one-hundred percent
commitment to trauma-sensitive instruction at Shandy, and teachers resort back to old,
ineffective practices and, in fact, enhance the trauma at hand from time to time. School-wide
factors that were considered through committees, especially the MTSS Tier One team, revolved
around a House System in which all students were put into different houses for a positive climate
and culture, similar to that of Ron Clark (2003), using influences such as positive office referrals
and a positive mark system. In working with a team, I described the de-escalation and
relationship practices that enhance teacher-student relationships, diminish the effects of trauma
on student learning, and overall benefit our students. To this end, I addressed the following
research questions:
1. To what extent did the implementation of one trauma-influenced practice, Check
In/Check Out (CICO), help change behaviors within the classroom setting at Shandy
Elementary School?
2. In what ways did the addition of a trauma-influenced book study to CICO inform
teachers and staff to alter their professional practice to achieve better student behavioral
outcomes at Shandy Elementary School?
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3. What other forms of trauma-influenced practice supports do teachers at Shandy
Elementary School say they need in order to better their practice in student behaviors and
responses?
CPED
Curriculum and coursework were designed with a strong influence from the principles
developed by the Carnegie Project on the Education Doctorate (CPED) through the EdD
program at Illinois State University. It is noted that members of CPED constructed the set of
“working principles” that would provide a strong foundation for institutions to develop a CPEDbased EdD program to set the stage for future work. Courses through the EdD program revisited
components of CPED’s principles that helped to guide the development of the doctoral program.
Each course consisted of theoretical and practical components, often leading to fieldwork
experiences or prepared presentations directly related to solving problems within the field of
educational leadership. In addition to the team-building projects, the concept of exploring issues
through lenses of equity, ethics, and social justice was introduced early, keeping CPED’s
working principles at the heart of any issue. Given CPED’s influence, it connected with the
study in the sense that one intervention, CICO and professional development in regards to
trauma, is a real concern from my perspective for Tier Two interventions that are conducted
within school settings. The systems in place guide towards improvement for all students,
therefore making CICO, trauma, and professional development a practical problem.
Dissertation in Practice
Dissertation in practice and coursework focused on a design shift in the program. A great
deal of time was spent working on activities which required us to gather, analyze, and interpret
qualitative and quantitative data in preparation for the dissertation process. The dissertation in
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practice encounters a complex problem of practice such as CICO, professional development, and
supporting students and staff where trauma-impacted students are to learn and grow along with
their peers. CICO is an opportunity to review data along with comments from staff throughout
the day. Currently, there are several de-escalation approaches in use; however, there are some
staff members who refrain from using multiple strategies. Some de-escalation techniques include
empathy, respect of personal space and time, nonverbal communication attempts that are nonthreatening, a focus on feelings, limit-setting options, positive relationships with students, and
reflection. Consequently, these all take time, and classroom teachers are often on the defense
about time and the need to instruct others, so they tend to call for assistance. Overreacting is one
of the biggest issues I see when students are having behavioral struggles. Additionally, when one
student is having behavioral issues, time is taken away from the other students and their learning
is impacted. It is almost an immediate reaction to avoid dealing with the individual student at
hand and to call for assistance. Furthermore, once administration steps in, staff sometimes
struggle because they feel as though there is a lack of consequence for the student who is having
the behavioral issue, even though they have been away from their learning environment.
Problem of Practice
Trauma is a prevalent issue in schools today. Briere and Spinazzola (2005) noted that
much of the information regarding trauma points out that the development of distress from a
traumatic event is usually associated “with a life history of multiple interpersonal victimizations
experiences, often beginning with extended childhood abuse and neglect, and associated
disruption of the parent-child attachment system” (p. 401). Previous research discovered that
many educators do not believe they are equipped with the knowledge and skills to handle
students’ traumatic experiences (Alisic, 2012). Teachers have a variety of standards to teach,
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including SEL standards; however, curriculum sets are difficult to find and can be expensive.
Professional development regarding trauma and how to effectively respond to students’ needs is
an essential component. Plus, there is a pressing need to support staff members with traumasensitive instruction. This work is challenging, and results are not usually immediate, leaving a
variety of stakeholders frustrated and unsure of what steps to take next. Teachers and staff
members play a vital role in helping students to recover from trauma or to utilize strategies when
they are upset; yet, there is research that proves elementary school teachers and staff members
are uncertain regarding this responsibility and how to assist students effectively following
traumatic experiences (Alisic et al., 2012).
It is imperative for teachers to understand trauma and how to prevent re-traumatizing
students by not escalating situations where students are frustrated. This requires a shift in
mindset away from their previous views on student discipline to an updated understanding that
students act out due to previous traumatic incidents in which their brains have been re-shaped.
This is again how CICO can be used to assist with behavioral needs. CICO targets the behavior
warranted, provides feedback to the student throughout the day, and involves daily
communication with at least one family member. School staff should make sure not to forget
about the students who fly under the radar as they may not exhibit problematic behaviors.
Schools often focus on a growth mindset for both students and staff. The power of “yet” has been
essential in understanding how to positively respond to trauma and students hence having the
growth mindset and sharing with students. The need to lead the change in fundamental practices
and meeting students where they are, including getting teachers to grasp the brain research and
how trauma has impacted children’s learning. Students honestly cannot always regulate their
responses and can have little control while trying hard not to push teachers’ buttons. The
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response a student gives is not meant to trigger a negative reaction from the teacher. Student
responses lie in the communication they receive from others with whom they have interacted,
thus making it difficult when dealing with anyone who has had a traumatic experience.
Cycle of Inquiry
Cycles of Inquiry is a term applied to many continuous improvement attempts. The
Cycles of Inquiry for Instructional Leadership developed by Dr. Shelby Cosner is unique in the
design to seek a more thorough understanding of student learning problems and high-leverage
instructional strategies for improvement (Cosner, Walker, Swanson, Hebert, & Whalen, 2018).
The Cycles of Inquiry process does not promise the magic form or tools that will fix school
improvement. Rather, the processes involved are intended to shift from a School Improvement
Plan to a School Improvement Process that is ongoing and extends beyond the traditional 9
month school year calendar. Cycles of Inquiry provided a framework for our Problem-Solving
Team meetings, which met monthly or upon teacher request. The ultimate goal was to get to the
root of the problem, whether behavior, academic, or a combination of both, and find pathways
for success.
Inquiry as practice is the process of asking or reflecting upon questions that focus on
complex problems of practice. By using various research, theories, and professional inquiry, staff
members attempt to use innovative solutions to address the problems of practice during Problem
Solving Team meetings on individual students or small groups of students. At the center of
Inquiry as Practice is the ability to use data to understand the effects of research. Teachers would
bring classroom data and Problem-Solving Team members would supply more Tier One data,
such as Northwest Evaluation Association (NWEA) Measures of Academic Progress (MAP)
scores, Dibels Benchmark scores, mark chart or Office Discipline Referral data. As such, Inquiry
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as Practice requires the ability to gather, organize, judge, aggregate, and analyze situations,
literature, and data with a critical lens (Carnegie Project on the Education Doctorate [CPED],
2010). The Problem-Solving Team, along with the classroom teacher, would review data and
analyze any trends. Decisions were then made in support of the student. With the intent to
understand trauma using a cycle of inquiry to determine the impact it has on schools, particularly
elementary schools, forming relationships, and CICO is just the beginning. CICO was often an
example of an intervention that was put in place to assist students who were struggling which
added another layer of data collection. This data was then broken into smaller increments of time
and allowed for additional reflection. Supporting the relationships and assisting with tools in
times of crisis, especially de-escalation techniques, must follow. Schools should be a safe place
where learning happens, social and emotional development occurs, and problem-solving takes
place.
The primary focus is the essential components of de-escalation and relationships within
classrooms in order to support students. There are several teachers who do this very effectively
and the hope is bring all teachers on board, without behavior negatively impacting the teacher
personally.
Laboratory of Practice
Already at Shandy, trauma is a word referenced daily. Currently, we utilize Restorative
Practices regularly in resolving conflicts and rebuilding the relationships between each other.
One would be able to walk up and down the hallways and notice the importance of and push for
growth mindset due to what is displayed on bulletin boards. Shandy teachers consistently set
growth targets with student involvement and focus on the power of yet, a mindset that supports
the struggle with learning (Dweck, 2006). Teachers have had many hours of professional
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development around trauma informed practices, First Aid for Mental Health, and other deescalation and relationship techniques. Relationship building is the first initial strategy utilized
with our students. In fostering these relationships, consequently, we often find out about past
traumatic events that have taken place or parents reveal current struggles. Sometimes these
difficulties result in just conferencing and listening. Often, responses are more impactful and
require additional services, hence wrapping supports around the entire family.
Laboratories of practice are tied to practical places where the identification of learning
work is done in consultation with organizational leaders, university faculty, and the
student/researcher. This work is not replicated in the classroom and goes beyond the traditional
internship. Such an endeavor also helps students to understand that it is important to take
different approaches to practice in order to get a reasonable solution to the problem at hand.
Research Paradigm and Design
As a teacher for thirteen years and a building leader for the last seven years, I continue to
believe that all students can learn and should be supported no matter where they are in the
process. I believe that teachers have the best of intentions and want to teach all students;
however, many teachers find it challenging given students’ responses to instruction and
redirection. When teaching and learning are happening through my lens of evaluation and
observation, there are factors that do get in the way of daily educational services being delivered,
with trauma being at the center. Students react negatively to not getting their way and are
disengaged from instruction due to many reasons, while parents, teachers, and staff are feeling
stretched and insecure. Many students within our school experience trauma through ongoing
exposure to traumatic events, such as neglect, homelessness, domestic violence, or violence
within their neighborhoods. One aspect that is difficult for educators to address is that students
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do not often divulge these personal challenges in a way that can be easily understood. Pain is
often masked with behavior that is aggressive, violent, and misunderstood. Students who have
experienced traumatic events often struggle with negative self-talk, poor self-regulation and
communication of needs, executive function challenges, and difficulties forming relationships
with teachers, staff, and others (Alisic et al., 2012).
One of the biggest obstacles is shifting the mindsets of adults and systems to give support
to students when they misbehave rather than punishment. In lieu of using disciplinary systems
that reduce support and attention instead of addressing the behavioral issue, the goal is to utilize
practices that focus on the whole child. This is definitely a mindset shift for adults who have
little patience for students who provoke and push away the adults who are trying to assist them.
Consequently, the focus should be de-escalation through positive relationships that are already
established and improving responses when crisis situations or general misbehavior occurs.
The position I took for the purposes of this study was constructivist through the use of
social learning (Bandura, 1977). Constructivist teachers and staff members encourage students
and each other to constantly assess how the activity is helping them grow in their understanding
of the concept (Driver, Aasoko, Leach, Mortimer, & Scott, 1994). By questioning themselves
and their strategies, getting to the root of the issue, participants in the constructivist classroom
ideally become learning experts. This learning opportunity gives them more tools to keep
learning, especially through Cycles of Inquiry. This research focused on team learning through
shifting mindsets within a social learning process with Cycles of Inquiry at the heart of the
professional norms within the school that focused on CICO as a discrete element in Shandy’s
school improvement processes.
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In my personal experience, there is typically an underlying reason behind trauma and the
responses that come from staff and students. Utilizing qualitative research, specifically Creswell
(2009), various methods can be implemented to examine the results of the impact of
relationships and the role professional development plays in a school setting. Beginning with the
Building Leadership Team and our Problem-Solving Team, Cycles of Inquiry continued to be a
model to get to the root of the issue.
The quantitative portion of this study utilized data collection, including but not limited to
the following: demographics on the students who are trauma-influenced or noted by their
behavior through mark chart information taken by the teachers, office referrals, suspensions, and
attendance information. This study was mixed method in nature, sequential, with analysis of data
around behavioral data incorporated. The study centered on the following essential components
of a qualitative approach as outlined by Creswell (2014). It was important to begin by utilizing a
variety of data points (CICO data, Mark charts, office discipline referrals, attendance, and
academic data and analyzing data, through Cycles of Inquiry to ensure a qualitative analysis
within problem solving meetings. Within the problem solving meetings, the root cause for the
academic or behavioral concern was sought after.
This study aimed to ensure a greater depth of understanding in regards to the qualitative
data collection method by including Cycles of Inquiry with a team of educators within a
problem-solving team format, reviewing progress through problem solving meetings or data
analysis of CICO data, and discussing with teachers the components of their presentations and
the rank ordering of interventions.
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Students and Staff
Thirteen students were identified as needing Tier 2 assistance, or CICO, based on their
mark charts or office discipline referrals (ODRs). These students were de-identified for
confidentiality purposes in this dissertation. Teachers who had behavioral or academic concerns
in regard to individual or groups of students requested a meeting with the Tier 2 team following
the allotted time frame of establishing Tier 1 protocols to have students put on CICO. Three
students were in Kindergarten, one student was in first grade, one student was in second grade,
one student was in fourth grade, and seven students were in the fifth grade. Along with assistance
for teachers came an opportunity for staff through a book study.
There were 32 teachers who participated in the book study, Help for Billy. This book
study was recommended to me by a colleague. There are three Title One teachers, four special
education teachers, four specialists (art, music, physical education, and Library Media Center
specialist), one speech teacher, one social worker and one psychologist, along with three teachers
in each grade level (Kindergarten through fifth grade). All teachers participated in a book study
of Help for Billy (Forbes, 2012) regarding trauma and understanding how to best work with
students who have experienced trauma. Teachers remained in their grade level team. Special
Education teachers stayed together in one group, along with Title One teachers. All specialists
listed above formed a group as well.
Within this book study, there were eleven groups to present twelve chapters. Teachers
were given time to read their chosen chapter and then plan with their team during School
Improvement Days and staff meetings. Presentations were made throughout the Spring semester
in 2019 during faculty meetings and School Improvement Days. Teachers created presentations
based on the chapter they selected. These presentations were intended for all staff, including
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paraprofessionals, lunchroom supervisors, custodial staff, and secretaries. Due to COVID-19, we
never came back to the building in the Spring 2020 to apply in person what was learned during
the book study.
Following the final book study presentation on the last day of school in 2019, teachers
met in groups of three via Zoom to complete a rank ordering of services and interventions based
on their perceived effectiveness that were completed throughout the 2019-2020 school year,
including the book study and CICO. The hope was that teachers would take the professional
development from the book study and connect it to their relationships with students, especially
the students who tested their patience the most, to further enhance their connections and produce
a positive spike in the students’ responses through CICO. Consequently, with COVID 19, the
book study was completed but students were no longer in their physical classroom space and
unable to continue CICO. To adjust for the change in circumstances, the study shifted from
collecting direct evidence of changes to teacher practice resulting from the CICO book study to
relying on teacher reports as primary evidentiary sources.
Data Collection Procedures
Cycles of Inquiry, through our work in Problem-Solving Meetings, in which we met on
individual students or small groups of students, provided information from discussions,
meetings, and data through the approach of finding the root cause or issue with the behavioral or
academic concern brought to the table by the teacher. Cycles of Inquiry also focused on what
teachers and staff already do that supports students and noted what is working regarding deescalation practices, relationships, and trauma-informed practices in order to advance the
students they serve.
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CICO data for individual students was reviewed every two weeks. This data has been deidentified to ensure that each student’s confidentiality is protected. (This study was reviewed and
approved by Illinois State University’s Institutional Review Board as human subjects research).
If the student achieved 80% of their daily points on their targeted goals or higher daily, the
intervention was deemed effective and was continued with the goal of weaning from CICO. If
the data showed that the intervention was not working as the student was not meeting their 80%
goal, the Problem-Solving Team reconvened to determine what needed to be tweaked in order to
make sure progress was taking place.
Data collection included attendance, behavioral mark charts, ODRs, and CICO data. This
data was housed with a CICO coach, who was appointed by the administrator. This person was
responsible for the management and implementation of CICO interventions. The CICO coach
established rapport with students on CICO, teachers who were implementing within the
classroom, CICO mentors for students, and family members. In addition, this coach coordinated
the CICO process, oversaw the daily entries regarding CICO data, organized student data for
meetings, served as the contact person, and de-identified the data for this study. Training
sessions for CICO were given by the CICO coach.
On March 16, 2020, District 87 provided an Institute Day for teachers and staff to be
back in the buildings to prepare for their time at home. At that point, the novel coronavirus
numbers had spiked, causing concern and Governor Pritzker to close schools. The original
thought was that we would be back in school once there was a decline in numbers and it was safe
to come back. With this Coronavirus being new and a serious health issue, there were many
unknowns regarding the prevention and the spread of this virus. Given these safety issues,
educators had to think of a plan to educate and engage. Within a short period of time, our district
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went to remote instruction formats. CICO was halted at this point since it was an intervention
that could not be completed. We completed the remainder of the year remotely unable to
implement CICO and see it to fruition.
Data collection was set up to gather one of the tri-copied CICO card each day. Each
CICO student would carry their CICO card from class to class. Teachers would fill in their
progress on their individualized targets to be reviewed by the CICO mentor. The CICO mentor
inputted the information on at least a weekly basis. One of the tri-copied sheets went home with
the student in order to be reviewed and signed by parents. This sheet was brought back to school
the next school day and given to the CICO mentor. Teachers kept one copy of the tri-copied
sheets for their records to bring to problem-solving meetings for review. The goal was to have
each individual student achieve 80% or more each day and to continue this for at least two
weeks. No student began CICO prior to December 9, 2019, so actual data collection extended
from December 19 to March 16, 2020 with a (time in days) break for the winter holidays.
Teachers were asked to complete individual student CICO cards daily for their student(s)
who were enrolled in CICO and attend a brief training session. Training sessions were held once
CICO began, in late fall of 2019, and continued as new students enrolled in CICO. A more
extensive training, with a trainer at the district level, was offered in the first semester in regards
to CICO.
CICO sheets were tracked by the CICO mentor and reported out at Problem Solving
meetings. Also, teachers had access to the CICO folder so they could track their individual
student’s progress on a weekly basis. The CICO coach de-identified the data and shared with the
principle investigator for purposes of this study. After the CICO cards were collected, the data
was entered in a Google form. Problem-Solving meetings were held on a bi-weekly basis, as
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needed. At least one Problem-Solving Meeting occurred each month. Attendance data and ODR
information was input by the CICO coach who then shared with the principle investigator.
Again, this data was de-identified to protect the confidentiality of the students who were
involved in this study.
Furthermore, another source of data were the breakout room sheets were developed and
distributed to thirteen breakout rooms for staff at the last staff meeting of the year. Due to
COVID-19, breakout rooms had to be utilized to get this information. The CICO coach randomly
assigned teachers to those breakout rooms. Once in the sessions, the discussion centered on the
supports available, followed by a ranking of the interventions listed. Staff members were
reminded that if they felt uncomfortable with this activity, they could leave at any time without
penalty. All thirteen breakout room sheets were completed.
Next, teachers collaborated within their grade level groups based on their chosen chapter
from Help for Billy, focusing on the CICO intervention in order to better understand what further
professional development was needed, add an element of reflection for teachers regarding their
students and classroom instruction, and gain more information regarding trauma, relationships,
and de-escalation techniques in order to achieve better academic outcomes.
Fidelity
CICO mentors and teachers were given best practices and a checklist within the
beginning training regarding the steps needed to effectively implement CICO within their
classrooms (see Appendix A). The plan was to do spot checks during CICO, either in the
morning or at the end of the day, to review the students. However, COVID 19 emerged, shutting
down schools, and the fidelity checks were not all completed. Data was not collected during
baseline or maintenance periods.
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In addition, teacher data was collected within the results of the Rank Ordering Exercise.
Teachers and staff were randomly put into breakout rooms and collaborated through discussion
together to rank order our interventions in the order of effectiveness as they perceived.
Additional data was expressed through open ended questions for further analysis and insight in
the form of comments.
Maintenance
The purpose of maintenance was to decide how the student behavior was affected once
the intervention was eliminated as part of their plan. Students were not able to leave intervention
and move to maintenance until they had at least a two-week period of time with 80%
achievement of goals. Prior to COVID 19, we did not have any students who were able to enter
maintenance.
Ethical Consideration
Confidentiality of teachers who participated in the study was of utmost importance.
Approval and consent were sought through the IRB process. A letter of consent was used to
obtain consent to participate in the study. This letter stated that the participation in the study
would be voluntary and that there would be no penalty if someone chose to skip any parts of the
study, not participate, or withdraw at any time. It was also noted that any who decided to
participate in this study would engage in a book study, a presentation, rank ordering of
interventions activity, CICO participation, none of which were out-of-the-ordinary expectations
among the teaching staff. In total, involvement in this study lasted approximately 90 days. I do
not anticipate any risks beyond those that would occur in everyday life. If there were any triggers
during this study, we planned to utilize the social worker and/or school psychologist to assist. To
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reduce these risks, the school social worker and school psychologist agreed to be available
during the research.
One possible ethical issue concerned a supervisor enlisting participation from teachers or
staff in connection with students who were struggling or not making academic or behavioral
gains. Staff could have felt as though the results would impact their performance rating, since the
principal is their formal evaluator. Another intention of the study was to bring forth a realization
that behavior is a form of communication, and it is not a personal attack on the staff experiencing
the response with the student. The ideal approach is to de-escalate the student and maintain a
positive relationship between the adult and student.
Furthermore, students could also have felt as though information they shared could be
held against them or that they would be thought of differently. This could be a vulnerability issue
between staff and students. Thus, confidentiality between staff, students, and families was
considered a priority. Families were not a part of the data collection, however, they were often
invited to Problem Solving Meetings and had input with interventions that pertained to their
child.
Data Analysis Procedures
Each individual CICO card was designed based on the following four expectations for
citizenship within our school: being ready, respectful, responsible, and safe. Every student had
either three or four goals noted on their CICO cards. There were four students who had sheets
that were individualized meaning that this was an enhancement to their original CICO card to
assist with data. Each students’ totals were reviewed to look for any outliers or reasons for the
changes during Problem-Solving Team meetings that occurred monthly.
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With CICO, the hope is to identify areas of growth for each student and also provide
more positive feedback at multiple times within the school day. This feedback is critical for the
student and the family to provide additional information regarding their day, what went well, and
what they can improve on for the next day. These CICO cards also target different times of the
day or classes when issues are arising. All of this data and information is then used to tweak
goals, communicate, and provide feedback on progress. Also, another purpose of CICO is to
place the student with a mentor who has a positive relationship with that child. Again, the
intention is to enhance the positive connection with the classroom teacher as well. In essence, the
data was tallied to determine scores.
Book Study Data
In addition, following the Help for Billy book study and presentations, all teachers were
given a list of interventions and supports that have been used throughout the year. These
interventions included the following: routines/expectations, positive relationships, silent
signals/proximity, pre-correcting and prompting, Second Step/SEL curriculum, quiet
corrections/respectful re-directions, Restorative Practices, CICO, breaks in other classrooms,
positive praise, tangible rewards, peer (teacher to teacher) observations, book study (Help for
Billy), trauma-informed/trauma-certified, and Intensive Family and Support Services (IFSS)
through Baby Fold. Upon completion of the breakout room experience, these results were
submitted and they were tallied based on the order the teachers and staff put the interventions in.
In addition, following the Help for Billy book study and presentations, all teachers were given a
list of interventions and supports. Within groups of three, they had to rank order the effectiveness
of the supports that were listed. The groups completed this activity through a final end-of-year
Zoom meeting. Following the presentations of the book study, Help for Billy, staff completed a
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Rank Ordering exercise in regards to interventions that were in place at Shandy Elementary.
Qualitative data was collected from the responses based on what teachers would continue,
change, or additional supports that were needed. Themes emerged from the responses and were
noted.
CICO Data Analysis
Data was analyzed on a daily and weekly basis regarding the implementation of CICO for
individual students. Visual analysis was noted by using graphs based on the number of points a
student earned each day. Decisions focused on the extent to which the independent variable
affected the primary dependent variable. For example, data was tallied and presented in charts
for each student on a weekly basis and compared between the baseline and intervention phase.
Data was visually analyzed for changes and trends.
Figure 2 provides an example of a CICO card. The expectations are noted on the left side
of the card. The CICO mentor went over these expectations at the beginning of the day to ensure
that the student knew what was expected of him/her. Data collection began following the first 45
days of school, once Tier One interventions were in place and had a chance to be effective. Data
continued to be collected until we stopped coming to in-person schooling, on March 19, 2020.
Listed across the top of the card are either subjects or time frames. During these subjects or time
frames, the classroom teacher filled in or circled the symbol that correlated with their behavior
during that time. The teacher had a short conversation with the student while filling this out. The
student then took this with him/her to their next, if taught by another teacher. It was the student’s
responsibility to bring this wherever they went, even lunch/recess. At the end of the day, the
student checked-out with the CICO mentor who reviewed the day with the student. The goal was
to reach 80% or above of the total point possible. 80% effectiveness was decided once the points
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are tallied on a sheet and the student’s goal is to score at least 80% of their possible points for the
day. Often, a small token or incentive, such as a piece of candy, was given to the students if they
met their daily expected goal. The CICO mentor ripped off the top copy and sent it home with
the student to be signed. The students were expected to talk to their parent/guardian about their
day and have them sign it. This sheet was to be returned the next day. The CICO mentor entered
the daily point total for the student. The next morning, the process began all over again with the
students bringing back the signed sheets. Important factors to consider were: the length of CICO
intervention, the student’s success at 80% meeting their daily goals, and the student’s attendance
rate.

Figure 2. Sample CICO Card. This figure is an example of a card used by each student in the
CICO system.
Summary
In conclusion, an understanding of both trauma itself and methods of preventing retraumatization of students is essential for all teachers, as is the development of positive
relationships. This requires a shift in mindset to move away from antiquated views on student
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discipline toward a contemporary notion that students act out due to previous traumatic incidents
which have re-shaped their brains. Help for Billy assisted teachers with understanding more
information regarding the brain. The use of protocols, recordkeeping, observations, and cycles of
inquiry culminate in gains in professional development and support for all within the school
setting, yielding true results, which will be discussed in the next chapter.
With the intent to understand trauma and the impact it has on schools, particularly elementary
schools, it is important to understand schools today. There is an immediate need to support staff
members to use trauma-sensitive instruction. Forming relationships is just the beginning, with
fostering the relationships and assisting with strategies at times of crisis to follow. Supportive
relationships between all are essential. This work is challenging, and results are not usually
immediate, leaving a variety of stakeholders frustrated and unsure of what to do. Teachers and
staff members are extremely important in supporting their students with recovering from trauma
or utilizing strategies when they are upset. However, there is research to support elementary
school teachers and staff members who are uncertain regarding their roles in trauma-informed
instruction and how they can help their students in a positive sense following traumatic
experiences (Alisic, Bus, Dulack, Pennings, & Splinter, 201).
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CHAPTER IV: DATA ANALYSIS AND RESULTS

Introduction
Chapter four focuses on the purpose of the study which is to consider Check In/Check
Out (CICO) as a relational intervention for students impacted by trauma and explore the
effectiveness of book study as professional development in support of implementing CICO. This
chapter connects the findings from the data collected and the analysis of comments from staff.
By utilizing a mixed methods design, which includes an analysis of the open-ended question
from staff, this study allowed a Tier Two intervention, CICO, to be analyzed for success along
with understanding how a book study could assist staff members with a relational approach to
student behavior, including trauma. In addition to understanding CICO as a relational
intervention, additional data points are included: length of CICO intervention, their success at
80% daily success rate, and the student’s attendance rate.
Participant Profiles
Behavioral information and data were gathered for 12 students ranging in age from five
to 11 years before and after the implementation of Tier 2 intervention, CICO. All of these
students were recommended by their classroom teachers, principal, or the problem-solving team
for additional assistance with behavior. Three students were in kindergarten, one student was in
first grade, one student was in second grade, one student was in fourth grade, and six students
were in fifth grade. Two of the twelve students have Individualized Education Plans (IEPs). All
12 students who were in CICO have been reportedly impacted by trauma as noted from either
their classroom teacher and/or parent(s). Some of the trauma incidents that were verbalized
during Problem-Solving Meetings consisted of divorce, parent/guardian in jail, Department of
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Children and Family Services (DCFS) situations, homelessness, lack of supervision on a regular
basis, sibling death, and lack of food or other necessities.
Student A
The visual analysis of Student A’s data revealed that on most days, this
student met the goal of at least 80% of the total possible points. Student A had a daily average of
88% which is over the 80% target for total points, deeming success, as represented in Figure 3.
Student A began the CICO intervention on February 3, 2020 and the intervention was halted on
March 16th when schools closed due to COVID-19. Student A had 0 ODRs for Quarter 1, 7 for
Quarter 2, and 1 for Quarter 3. Student A missed 1 day in Quarter 1, 3 in Quarter 2, and 0 in
Quarter 3. Student A’s attendance rate was 97%. Student A had improved attendance and
reduced ODRs during Quarter 3 with CICO, which indicates marked progress using the
intervention.

Figure 3. Student A Data. This bar graph depicts that the average daily score for Student A was
88% of the total points allowed.
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Student B
The visual analysis for Student B’s data showed a 97% average daily score for CICO
overall (See Figure 4). Student B only participated in CICO for a little over a week. Student B
did not begin CICO until March 4, 2020 and then school closed for COVID-19 on March 16th
without returning to in-person learning before the end of the year. Student B had 1 ODR in
Quarter 1, 0 in Quarter 2, and 1 in Quarter 3. Student B missed 1 day in Quarter 1, 4 days in
Quarter 2, and 5 days in Quarter 3. Student B’s overall attendance rate was 92%. Even though
there were increased absences in Quarter 3 as opposed to Quarters 1 and 2, this student’s success
overall in CICO was positive up to COVID19.

Figure 4. Student B Data. The bar graph in this figure details the average daily score for
Student B at 97% of total possible points.

Student C
The visual analysis for Student C’s data showed overall positive results with an exception
in February where there was a decline in scores as well as in attendance. Student C’s attendance
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rate was 74% for the entire year. For each quarter, this student missed at least ten school days,
which was negatively impacting this student’s progress in school. Although attendance continued
to be an issue, the overall daily average for CICO was at a 91%, as demonstrated in Figure 5.
Student C began CICO on December 16, 2020, prior to leaving for Winter Break and ended
CICO on February 21st. Student C also had 12 ODRs for Quarter 2, which is very significant due
to the high number of ODRs.

Figure 5. Student C Data. This bar graph lays out the daily scores earned by Student C with an
average of 91% of total points available.

Student D
The visual analysis for Student D’s data showed that CICO was a positive experience for
the student with an average score of 84% of total possible points. Student D’s attendance rate
landed at 87% for the year. Student D missed the most academic days during Quarter 2 and had
only one office referral. Student D had only a 66.7% attendance rate during Quarter 2. Student D
had 2 ODRs for Quarter 1 and 1 ODR for Quarter 2; however, there were no ODR’s written for
Student D in Quarter 3. Figure 6 reveals a drop in scores in early to mid-February and then a
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rebound. The assumption is that attendance issues could have contributed to the decrease in
student success during this time. Inconsistent attendance often does not result in proper
performance and can cause teachers to have to review expectations and guidelines to bring
absent students back on track.

Figure 6. Student D Data. The bar graph in this figure displays the scores earned by Student D
with the resulting average daily score of 84% out of the total possible points.

Student E
The visual data for Student E was not consistent, as displayed in Figure 7. Student E
began CICO on January 28, 2020 with no other data collected after February 10 th. Student E’s
average score was 56% of the total points allowable. With a goal of 80%, these results were
significantly below the expectations. The data was inconsistent, and sheets were not filled out or
returned on a regular basis. Student E had an attendance rate of 98% so that did not inhibit the
performance on CICO. The CICO Coach and Principal Investigator had discussions with the
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classroom teacher regarding regular data collection. Student E also had an increase in ODRs in
Quarter 3 as compared to Quarter 1 and 2.

Figure 7. Student E Data. This bar graph shows the short time frame of data collection and
inconsistency of scores for student E.

Student F
Outstanding results for Student F can be seen in the visual analysis provided in Figure 8,
with the average score landing at 100% of possible points. Despite the fact that student F began
CICO in late January following classroom struggles and parental concern regarding behavior,
Student F had a good attendance rate at 97%. Student F did have 2 ODRs in Quarter 2 which also
was a factor leading to CICO. However, Student F did not receive any ODRs in Quarter 3 prior
to leaving due to COVID 19.
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Figure 8. Student F Data. This figure includes a bar graph highlighting the scores earned by
Student F, with an overall average of 100% of total points.

Student G
The visual analysis for Student G, seen in Figure 9, revealed that CICO was not
extremely effective for this student. Student G’s average score was a 56% of total points,
deeming the intervention not successful. Also, Student G had an attendance rate of 81% due to
several absences. Student G began CICO with a standard sheet. Following a Problem-Solving
Meeting, Student G’s sheet was then individualized. Shortly after modifying the card, increased
time with the CICO mentor was assigned to Student G, which offered two additional check-in
times each day. Student G seemed to struggle most with transitions, which prompted these two
supplementary daily check-ins. Student G continued to struggle with CICO; however, due to
COVID-19, no further changes were able to be made. A Problem-Solving meeting was set to
occur once we returned from Spring Break. There were other extenuating circumstances that
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were also prompting more individualized supports, including a Functional Behavioral Analysis
(FBA).

Figure 9. Student G Data. The above bar graph displays the point totals for Student G with an
average daily score of 59% of the total points available.

Student H
As detailed in Figure 10, visual analysis for Student H showed that the average score for
CICO was 77% of possible points. Student H had an attendance rate of 88.5%, which accounts
for some of the struggles with CICO. Student H had several “good days” according to the data;
however, when the CICO data dropped, the points significantly decreased on particular days.
Also, Student H received 3 ODRs in Quarter 1, 11 ODRs in Quarter 2, and 5 ODRs in Quarter 3.
Notable behavioral issues occurred during Student H’s time on CICO. In the spirit of predicting
next moves based off of COVID-19, moving to a more intensive intervention would be in order
for Student H.
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Figure 10. Student H Data. This figure is a bar graph representing the CICO scores for Student
H whose average was a 77% of total points offered.

Student I
Student I began CICO on January 10, 2020 following winter break. Student I had an
average score of 87% of total CICO points (See Figure 11). Student I’s attendance was 98.4%, a
strong attendance rate for students at Shandy. Student I had 2 ODRs in Quarter 1, 0 for Quarter
2, and 7 for Quarter 3. Quarter 3 proved to be a challenging time for Student I behaviorally based
these referrals. Student I would have been expected to fade out of CICO if the scores continued
to remain at this level and ODRs declined once we had returned from Spring Break.
Unfortunately, due to COVID-19, this was not a possibility.
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Figure 11. Student I Data. The bar graph in this figure outlines the scores obtained by Student I,
which resulted in an average of 87% of the possible points.

Student J
Student J began CICO on December 9, 2020. Based on the points shown in Figure 12, the
average daily score on CICO for Student J was 81%. Student J’s attendance rate was 89.3%.
Student J missed 14 days throughout the year, with the majority of absences occurring in Quarter
1 and Quarter 2. Quarter 2 and 3 proved to be when Student J had the most ODRs, with 3 and 2
respectively. Student J was not on a regular card as it had been individualized following a
meeting with parental support to encourage student behavior to improve.
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Figure 12. Student J Data. The scores earned on the individualized CICO cards for Student J are
shown in this bar graph, with the average daily score calculating at 81% of total points allowed.

Student K
Student K’s CICO sheets resulted in an average daily rate of 80% of total points, just
barely meeting the standard goal. Student K’s data showed some variance as points landed in the
acceptable range on the student’s good days (See Figure 13). However, when Student K
struggled, the entire day was affected instead of only individual time periods. Student K also had
an attendance rate of 92.3%. Student K had 12 ODRs in Quarter 2, the main factor that prompted
participation in CICO. Consequently, Quarter 3 ended with 9 ODRs for Student K. This child’s
card was also individualized following a parent meeting to increase daily scores.
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Figure 13. Student K Data. This bar graph includes the scores from CICO for Student K and an
average of 80% of the allowable points.
Student L
Student L started CICO on January 8, 2020 following Winter Break. Overall, Student L’s
daily average for CICO was 81% of possible points. Student L had above average attendance
with a rate of 97.7%. Student L received 5 ODRs in Quarter 2 and 7 ODRs in Quarter 3. The
next step for Student L was to individualize CICO due to that increased number of ODRs.
Student L met the expected percentage of points by reaching 81%. This child experienced a
turbulent time during mid-January when some modification in the programming had to occur.
Also, increased communication with parents prompted check-ins at home, which enhanced the
effectiveness of CICO. As shown in Figure 14, CICO scores increased overall during February
and March, until the COVID-19 shutdown.
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Figure 14. Student L Data. This figure’s graph exhibits the CICO scores for Student L, who
ended up with an overall average of 81% of the total points.

In order to promote understanding in regards to this study, it is important to connect the findings
from the data collected and the analysis of comments from staff. By utilizing a mixed methods
design, which includes an analysis of the open-ended questions from staff, this study allowed a
Tier Two intervention, CICO, to be analyzed for success along with understanding how a book
study could assist staff members with a relational approach to student behavior, including trauma
and is noted in the answers to the research questions.
Research Question 1
To what extent did the implementation of one trauma-influenced practice, Check
In/Check Out (CICO), help change behaviors within the classroom setting at Shandy Elementary
School?
Data collected was based on the daily results of each individual student’s CICO cards
along with information regarding the length of the student in CICO, the number of days the
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student achieved the 80% targeted goal on their CICO card and their overall attendance rate (see
Table1). Nine out of twelve students, or 75% of students completing CICO, met the daily goal of
an average of 80% or more of the total points available. Only two students fell below 60%
during CICO intervention. The remaining student H was at a 77% for the number of days they
achieved 80% or better on their CICO card. Coupled with professional development with a book
study regarding trauma during the same time as the implementation of interventions, the goal
was for teachers and staff to focus on relationships and understanding students who were
struggling behaviorally all while gaining an understanding of the functions behind student
behaviors to positive impact the classroom environment. As reflected in Student A participated
in CICO for 25 days with 88% accuracy and a 97% overall attendance rate. Student B was in
CICO for 6 days, achieved 80% accuracy 97% of the time, and had an overall attendance rate of
92%. Student C was in CICO for 32 days, obtaining 91% of the days at 80% or above, and had
an attendance rate of 74%. Student D was in CICO for 12 days, having 84% of the days at 80%
or above, and had an attendance rate of 87%. Student E had an average daily score of 56%;
however, this student only participated in CICO for six days. Student F was in CICO for 12 days,
achieving 100% in regards to meeting the 80% standard, and had an overall attendance rate of
97%. Student G had an average daily score of 59%, was in CICO for 35 days and had an
attendance rate of 81%, yet this student was on CICO for a longer period of time and the data is
prompting that something needed to be changed or adjusted. It is noted that CICO was adjusted
for this student to incorporate additional check-ins during the day. Student H was in CICO for 33
days, had 77% of the days achieving 80% on CICO cards or better, and had an attendance rate of
88.5%. Student I was in CICO for 39 days, had 87% of the days at 80% or higher on their CICO
card, and had a 98.4% overall attendance rate. Student J was in CICO for 43 days, had 81% of
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their days at 80% or above, and had an overall attendance rate of 89.3%. Student K was in CICO
for 18 days, had 80% of the days at an 80% or higher on the CICO card, and had an attendance
rate of 92.3%. Student L was in CICO for 37 days, had 81% of the days in CICO at 80% or
higher, and had an attendance rate of 92.3%. Student L was in CICO for 37 days, had 81% of the
days at 80% or higher on their CICO card, and had an overall attendance rate of 97.7%. What is
not included in this data are the number of traumatic events that occurred during these students’
participation in CICO. Trauma related to custody issues, divorces, issues with siblings, loss of a
parent, and moving was experienced by some of these students during the course of this study
and were reported out by either a staff member on the team or a parent. Despite the recurrence of
trauma among the students, moderate success still happened with this intervention.
The goal for CICO for individual students was to obtain an 80% of the daily overall
points that were available. This was measured by totaling the student’s CICO card each day and
obtaining an average based on the number of days the student was in CICO. Our Problem
Solving Team determined that when 80% of the points are earned, behavior in the classroom was
overall in check with the standards of conduct that are expected from all students. Overall, nine
out of the twelve students (75%) met the 80% daily standard. Three students had scores of 56%,
59%, and 77%. For these students, the substitute teacher did not fill out the CICO cards on a
daily basis. Without regular reflection on the CICO card, this proved to be a possible issue for
reaching the 80% goal. The need to assist substitutes with this process is imperative as it did
negatively affect the results of the study as noted with the three individuals above due to their
data not being accurate. More training and regular review for staff members in general could
alleviate these issues in the future.
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Attendance results were eye-opening for the students on CICO. Student C had the lowest
attendance rate at 74%; however, that child had an average of 91% of total points for CICO. One
thought when reviewing the data is that since this student’s attendance rate was low, the CICO
average would also be below the target. This was not a correct assumption. Student E had a
relatively high attendance rate of 98%, yet the average CICO score for this student was 56%,
which did not indicate success. Two students, K and L, both had CICO averages that were 80%
and 81% respectively and had attendance rates that were 92.3% and 97%. Another hypothesis
was that if there was a high attendance rate then the CICO average would also be significantly
above 80%. Attendance definitely plays a role, however, additional factors proved to be
powerful in this decision of effectiveness.
Only two students fell below 60% during CICO intervention. Student E had an average
daily score of 56%; however, this student only participated in CICO for six days. Student G had
an average daily score of 59%, yet this student was on CICO for a longer period of time and the
data is prompting that something needed to be changed or adjusted. It is noted that CICO was
adjusted for this student to incorporate additional check-ins during the day. What is not included
in this data are the number of traumatic events that occurred during these students’ participation
in CICO whether reportedly from home or school. Trauma related to custody issues, divorce,
issues with siblings, loss of a parent, and moving was experienced by some of these students, as
revealed during Problem-Solving Team meetings, during the course of this study. Despite the
recurrence of trauma among the students, moderate success still happened with this intervention
in recognition of developing goals, established routine of CICO, and an additional caring adult.
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Table 1
Correlation Data
Student

Length
of CICO
in days

Percentage of days
student achieved at least
80% of CICO points

A

25

88%

Overall
Attendance
Rate from
2019-2020
97%

B

6

97%

92%

C

32

91%

74%

D

12

84%

87%

E

6

56%

98%

F

12

100%

97%

G

35

56%

81%

H

33

77%

88.5%

I

39

87%

98.4%

J

43

81%

89.3%

K

18

80%

92.3%

L

37

81%

97.7%

Note. Table 1 shows the student, the length of being in CICO, the percentage of days the student
was able to make 80% or more of the total points on CICO, the students’ overall attendance rate.
Attendance Data
Attendance results were eye-opening for the students on CICO. In my professional
experience, good student attendance rates would be considered 95% or higher. These attendance
rates are daily attendance rates that are housed in our data infrastructure. Student C had the
lowest attendance rate at 74%; however, that child had an average of 91% of total points for
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CICO. One thought when reviewing the data is that since this student’s attendance rate was low,
the CICO average would also be below the target because the student would not be in school for
the relational intervention. Table 1 shows data in regards to: student involved in CICO, the
length of time the student was in CICO, the number of days the student achieved at least 80% of
the CICO points possible, the student’s attendance rate. Student E had a relatively high
attendance rate of 98%, yet the average CICO score for this student was 56%, which did not
indicate success. Two students, K and L, both had CICO averages that were 80% and 81%
respectively and had attendance rates that were 92.3% and 97%. Student A and F both had
attendance rates of 97% and their CICO achievements were 88% and 97%, which was
successful. Students B and I had good attendance rates of 92% and 98.4% respectfully and their
CICO scores were 97% and 87%, both being above the 80% mark. Students D, G, H, and J all
had attendance rates that were lower (87%, 81%, 88.5%, and 89.3%) with only two students, D
and J having success with achieving 80% on their CICO cards. Student D had an 84% and
student J had 81%. Student G only had a 56% and Student H had a 77%, both considered
unsuccessful in regards to achieving 80% or more of the daily points possible. Out of the twelve
involved students, only five students or 61.5% of the students involved had successful attendance
rates of 95% or higher. Student A was successful in CICO and had a high attendance rate.
Student E, 56% for CICO, was not considered successful with CICO yet had a high attendance
rate. Student G was not successful with CICO with a 56%, had a low attendance rate of 81%.
Student H was not successful in CICO with 77%, had a lower attendance rate of 88.5%. In the
end, attendance is a factor as regular and consistent attendance should yield more success.
Given that CICO is a tool for regular check-in with goals and continuing relationships, the
stability of the relationship is going to matter. Student E was negatively was negatively impacted
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by the loss of data given the substitute was not filling out the sheets on a regular and consistent
basis. Given all of the stressors of taking over a classroom, CICO was probably the last thing on
this substitute’s mind. However, this staff absence did affect the students from this particular
class. Ultimately, the intervention had to stop due to this issue along with the fidelity of keeping
track of the behavior within these CICO sheets.
Research Question 2
In what ways did the addition of a trauma-influenced book study on brain-based research
with trauma at the center, including interventions like CICO, inform teachers and staff to alter
their professional practice to achieve better student behavioral outcomes at Shandy Elementary
School? The hope was that the book study would assist teachers and staff to understand that
relationships are at the center of education, no matter who the student is to achieve better
behaviorally which could then lend itself to achieving more academic success. The relationship
then connects CICO to build upon what already exists in order to support the student. Together,
teams of teachers read and reviewed chapters of Help for Billy, our book study, and later
participated in sharing these chapters with the staff in their own way. The intended goal was to
better understand trauma, utilize a growth mindset when learning about students who have
experienced trauma, and provide support within grade levels to make better academic and
behavioral gains. As noted by Evers (2012) trauma-informed practices involve the use of
understanding, relationships, and care regarding trauma by educators to make modifications that
will support the student’s development within the classroom and school. It is imperative that
staff members recognize and understand trauma to avoid triggering a response based on the
students’ traumatic experiences. Consequently, with COVID 19, the book study was completed
but students were no longer in their physical classroom space and unable to continue CICO on a
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daily basis. Within these groups, teachers responded to how the book study would assist with
their professional practice within their classroom. Teachers commented on what they would
continue and what they would change once they were back in their classrooms.
Table 2
Rank Ordering Exercise Comments
Continue

Change

Supports Needed

Empathy and consistency
w/the Billy’s

Change response to Billy’s.
Sometimes response is
sarcastic or harsh.

All staff should be trained in
CPI

Remain calm
SEL curriculum

Help for Billy provided
reminders about trauma
informed learning that we
have had experience with.
Keep in mind the sources of
behavior and the need to
maintain compassion and
understanding when behavior
is an issue (sometimes we are
good at this).
Have frame of mind: How
can I help? How can I teach
Billy the skills he needs to
regulate so that later, he will
have the skills he needs to be
ready to learn.

Utilize more staff to handle
problems
Utilize book study
approaches (mindset,
questioning, understanding
brain) in a more proactive
way.
Asking more supportive
questions

Make changes beneficial to
all

IFSS, Trauma Certification,
book study, and peer to peer
observations would be ranked
higher but these seem to be
something we would do once
everything else had been
tried.

Table Continues
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Needs more updated SEL
curriculum

Problem Solving Meetings at
the beginning of the year
(immediately following after
the release of the MTSS
guidebook)
Explicit lessons on how to
teach students how to
regulate themselves-newer,
updated, brain based SEL
curriculum
SEL curriculum is needed
w/in the district. We need to
work on teaching social skills
in the natural environment.
Start the day in each
classroom w/morning
meeting and message from
principal.

Table Continued
Help for Billy was a way to
review all we have learned
regarding trauma and brain
research.

Keep in mind the sources of
behavior and the need to
continue to maintain
compassion and
understanding when behavior
is an issue (need to improve).

We don’t feel that the Book
Study, Trauma Informed is
least effective, however, all
the above items should be
attempted prior to these.
Positive relationships

Not to be afraid to meet Billy
where he is vs. demand that
he meet my expectations right
away.

Routines, expectations,
positive relationships, and
SEL.
Book study was a great
reminder-one I will go back
to.
More intensive strategies that
are rated lower-not because
they are ineffective but
because we usually try
everything prior to these.
SEL practices, relationships

People! It’s so extremely
difficult to give children the
supports and time they need if
we are teaching; it’s hard to
stop teaching to give children
the time they need to help
them process through
situations and their feelings.
New SEL curriculum

Understand the sources of
behavior and we need to
continue to have empathy and
compassion and
understanding regarding
behavior.
Brain research has helped me
to understand that the
behavior isn’t about me…this
is a behavior possibly due to
trauma.

Supports with students that
are experiencing trauma and
showing it by screaming and
crying which then becomes
trauma for all.

Some staff plans to start
having classroom pets in
2020.

Faster response time with
Problem Solving Meetings.

More support in 4th and 5th
grade

Review IEP philosophy (from Completion of the Tier I
the classroom teacher’s
philosophy/implementation
perspective)
(district-wide)

Little if no homework-book
study was a good reminder
Table Continues

98

Table Continued
Book Study was a good
reminder.
Keeping in mind the
sources/causes of behavior,
maintaining compassion and
understanding
Note: Table 2 shows comments from staff in regards to what they would like to continue to do
within their classrooms/school/district, what they would like to change, and any additional
supports that they believed they needed in order to determine success.

Themes from Open-Ended Questions
Some emergent Themes from Rank Ordering Exercise open-ended questions are: five
comments focused around empathy/calm/compassion and understanding for the Billy’s, four
comments focused on the SEL curriculum and positive relationships, four comments were
focused on trauma and the book study being a good reminder, three comments were focused on
the rank ordering exercise and how interventions would have been rated higher or the same and,
if the interventions were ranked lower, it was not because they were ineffective, but teachers and
staff try everything else prior to moving to these later ranked interventions (See Table 2).
Some examples that are mentioned in the open-ended questions as far as what staff would
like to change are: one comment reflected to change response to students who struggle
behaviorally in regards to sarcasm or harshness, six comments reflected with utilizing the book
study approaches in a more proactive way including: asking more supportive questions, keeping
in mind sources of behavior, not being afraid to meet students where they are vs. demanding that
he meet the expectations right away, and understanding that behavior is “Not about me” and
taking it personally, understanding that it could be due to trauma, the utilization of more staff
along with tweaking incentive or having classroom pets, and reviewing the IEP philosophy in
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regards to the teacher’s perspective. The book study assisted staff with a learning experience to
make connections to what they experience each day.
The emergent themes in regards to what supports are currently needed did not reflect the
hypothesis for question two in regards to the relationship of the adult and the student, yet the
results showed: four comments in regards to a new or better SEL curriculum, two comments
about having additional supports in regards to people, and two comments in regards to additional
supports for students who are experiencing issues and thus creating issues for the whole class as
well as three additional comments about procedural aspects within MTSS.
Continue
Within the open-ended comments, utilizing empathy and consistence was noted. Teachers
and staff wrote, “Remain calm, keep in mind the sources of behavior with compassion and
understanding, and positive relationships should continue.” As expected, using Social Emotional
Learning standards and curriculum was also noted as something that needed to continue. Others
also noted that the book study provided good reminders about trauma-informed learning that
could be utilized within classrooms.
Change
In connection with what could be changed at Shandy to be impactful, structural changes
were noted. The assumption is that there was a recommendation that we change our meeting
schedule to meet on students within the first 45 days of school instead of waiting until the Tier
One supports have been in place long enough to ensure fidelity of implementation. Another
recommendation consisted of teachers feeling that they need more understanding in regards to
Individualized Education Plans (IEP’s). The comment, “Review IEP philosophy (from the
classroom teacher’s perspective” is important to make sure that teachers feel supported with
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understanding the IEP and how they can help. This, too, could be part of a structural change to
ensure more professional development for teachers to understand IEP’s to better serve their
students. Also, another comment was noted about remembering that behavior is a form of
communication. Staff also wrote, “Change response to students who struggle with behavior.”
Immediately, frustration comes to mind especially when the behaviors are frequently happening
and teachers really want to teach, not correct or deal with behavior. Looking to understand that
this behavior is a form of communication will assist. Often, in the heat of behavioral concerns,
some do forget that this behavior is communicating something and to get to the root of that
communication is important. Staff noted not to “Be afraid to meet students where they are.” As
the staff continues to be supported with the implementation of trauma-informed practices, I feel
as though this will continue to improve. Being the best professional you is important when
dealing with students and their feelings.
Supports Needed
Crisis Prevention Institute (CPI) training for all, which focuses on de-escalation
techniques, was a request made by teachers and staff. Currently, a crisis team is in place within
Shandy to help support students who are struggling at particular moments. The crisis team has
been trained in CPI and they traditional support anyone who is in crisis. This crisis team, as part
of CPI, is also trained to put a student in a hold to restrain them from hurting themselves or
others if absolutely necessary. Staff is mainly looking to have additional training on the deescalation side of CPI, which has been done in increments with the staff. Staff noted that they
“Need more updated Social Emotional Learning Curriculum, have Problem Solving Meetings at
the beginning of the year, and have explicit lessons on how to teach students how to regulate
themselves.” There were also many comments about obtaining a newer Social Emotional
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Learning Curriculum. As expected, there were also many comments about adding additional staff
to assist with students who were having emotional outbursts. Often, staff feel as though they are
being pulled in many different directions and they are unable to handle situations as quickly as
they would like, and will then call for assistance from the office. Quite often, staff would have to
wait until someone could get to their classroom to assist with supports as they would be busy
somewhere else.
Additional Themes
Some additional emergent themes from the open-ended questions are: five comments
focused around empathy/calm/compassion and understanding for the Billy’s, four comments
focused on the SEL curriculum and positive relationships, four comments were focused on
trauma and the book study being a good reminder, three comments were focused on the rank
ordering exercise and how interventions would have been rated higher or the same and that if the
interventions were ranked lower it was not because they were ineffective but that teachers and
staff try everything else prior to moving to these later ranked interventions.
Emergent themes that occurred from the open-ended questions as far as what staff would
like to change are: one comment reflected to change response to the Billy’s in regards to sarcasm
or harshness, six comments reflected with utilizing the book study approaches in a more
proactive way including: asking more supportive questions, keeping in mind sources of behavior,
not being afraid to meet Billy where he is vs. demanding that he meet the expectations right
away, and understanding that behavior is not about me and it could be due to trauma, the
utilization of more staff along with tweaking incentive or having classroom pets, and reviewing
the IEP philosophy in regards to the teacher’s perspective.
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The emergent themes in regards to what supports are currently needed did not reflect the
hypothesis for question two in regards to the relationship of the adult and the student, yet the
results showed: four comments in regards to a new or better SEL curriculum, two comments
about having additional supports in regards to people, and two comments in regards to additional
supports for students who are experiencing issues and thus creating issues for the whole class as
well as three additional comments about procedural aspects within MTSS.
Research Question 3
What other forms of trauma-influenced practice supports do teachers at Shandy
Elementary School say they need in order to better their practice in student behaviors and
responses?
The plan was to determine the teacher-support practices for a better SEL curriculum as
Second Step has been used for years within the district. From mid-March until the end of the
school year, staff participated in virtual meetings or Zoom meetings in order to continue our
professional development. In the last virtual staff meeting, teachers were randomly assigned to
breakout rooms to rank order the strategies and interventions/supports from list from 1 to 15 (see
Table 3). The rank of 1 indicated that it was the most effective intervention, while 15 designated
it was the least effective. If teachers did not feel comfortable with completing this activity, they
were able to opt out without any penalty. Teachers also had the opportunity to comment on
additional supports they felt as though they needed, changes they would implement due to the
book study, and anything they would continue to do based on their readings and presentations.
As shown in Table 3, the interventions are listed down the left side of the table. Going
across, there is one column for each group. In breakout rooms, teachers ranked the
interventions/supports in order from 1 (most effective) to 15 (least effective).
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Table 3
Average Rank Ordering of Supports/Interventions

Intervention

A B C D E F G H I J K L M Avg.

Routines/Expectations

3 1 2 2 2 4 4 2 2 2 1 1 2 2.15

Positive Relationships

1 2 1 1 1 2 1 1 1 1 2 2 1

Silent Signals/Proximity

2 3 6 3 6 6 7 8 4 8 8 6 5 5.53

Pre-Correction/Prompting

6 4 4 6 12 7 6 6 7 5 3 7 4

5.9

Second Step SEL Curriculum 14 10 5 7 9 8 9 15 6 6 7 11 9

8.9

Quiet Corrections

Restorative Practices

1.3

5 5 7 4 4 5 2 7 8 4 5 8 8 5.53

10 6 3 12 7 10 8 4 3 9 11 9 3

7.3

CICO

9 9 10 10 8 11 11 9 12 11 9 10 14 10.2

Breaks in Other Classrooms

8 8 15 8 11 13 10 13 10 12 12 4 10 10.3

Positive Praise

4 11 8 5 3 3 3 5 5 3 4 3 6

Tangible Rewards

7 12 9 9 10 12 15 12 9 10 14 5 7 10.07

Table Continues
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4.8

Table Continued

Peer Observations

15 14 13 14 13 14 12 11 14 15 13 12 12 13.23

Book Study (Help for Billy)

13 7 14 15 14 15 13 4 13 13 15 13 15 12.6

Trauma Informed

12 13 12 11 5 1 5 3 11 7 6 14 13 8.69

Intensive Family Support & Services 11 15 11 13 15 9 14 10 15 14 10 15 11 12.5
Table 3. Overall Teacher Rankings of Interventions. This figure displays the average rankings of
each intervention calculated by using the mean of all teacher responses. Note. The average rank
score of the interventions/supports was calculated using the mean of all rankings provided by
teachers in the breakout session. A rank score of 1 indicated the highest level of effectiveness.
The overall rank is listed in order of lowest average rank score (most effective) to highest rank
score (least effective).

Group 1(A) is the first column, with subsequent columns representing groups and their
rank ordering the interventions by their group going in a vertical fashion. Group 1 (A) noted that
positive relationships were the most important intervention, along with Groups: 3(C), 4(D), 5(E),
7(G), 8(H), 9(I), 10(J), and 13 (M). Group 2(B) along with 11(K) and 12 (L) noted that
routines/expectations was the number one intervention. Seven groups ranked routines and
expectations as the second most important intervention. Four groups ranked positive
relationships as the second most important intervention. Five groups ranked positive praise as the
third most important intervention. Pre-correcting/prompting which is noting students who are
doing the correct behavior was marked as fourth in three groups. Quiet corrects, which means
talking to the student quietly or off to the side was also ranked fourth by three groups. Positive
praise was ranked fourth by two groups. Four groups noted that in fifth within their rank ordering
was quiet corrections. Positive praise was also ranked fifth by three groups. Four groups ranked
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silent signals and the use of proximity as sixth within the rank ordering experience. Four groups
ranked pre-correcting and prompting as the sixth most important intervention. Staff noted that
the seventh most important intervention was pre-correcting/prompting with three groups noting
this and two groups noting that Second Step (a SEL curriculum) and quite corrections. CICO, the
intervention at the heart of this dissertation, was noted to be in 11th place within the rankordering exercise.
Teachers were randomly assigned to breakout rooms during the last virtual staff meeting
of the year following the completion of the book study, Help for Billy. If teachers did not feel
comfortable completing the rank ordering of the interventions or supports with others, they could
opt out of the breakout room and do an individual ranking or leave the activity altogether without
any penalty. During this breakout session, teachers were expected to rank order the
interventions/supports that are available within our school from 1 to 15, with 1 designating the
most effective or most important (See Appendix B). The average ranking results are displayed in
Table 3.
Of the supports listed, most were Tier 1 interventions, which are available to all students:
positive relationship, routines, positive praise, quiet corrections, silent signals, pre-correcting,
Second Step, tangible rewards, and breaks in other classrooms. All of these supports were in the
top 6. A Tier 2 support on the list was CICO. It was ranked 11 th in comparison to the additional
interventions. Peer observations, ranked 15th, are often suggested to teachers during principal to
teacher conferences, especially during evaluation conferences with teachers.
It was not a surprise that positive relationships were ranked first as the most effective
intervention or support as educators are aware that learning is a struggle without a relationship
with a student. The surprise was that CICO was ranked lower and was not in the top ten, making
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one consider that the connection between relationships and CICO was not there. It was ranked on
an average of 1.3 (See table 3) as noted from the average rank ordering of interventions. At the
beginning of the school year, the focus was on building strong relationships, with establishing
routines and expectations being ranked second. The intention is to continue fostering those
relationships throughout the entire year. Positive praise is a natural choice to come next, given
that with growth mindset the hope is that teachers will ensure development through
encouragement. Protecting the relationships stems from quiet corrections of the behavior. Quiet
corrections and silent signals are tied within the ranking. Both of these supports go together
given that by not drawing a lot of attention to negative behaviors or their consequences can assist
in protecting the student/staff relationship. On the other hand, it was most surprising that precorrecting was not more closely related to routines and expectations.
Keeping with relationship building and learning about students and their lives, many
teachers have built in morning check-in circles with their entire class, promoting Restorative
Practices, while others have delved deeper into these practices through relationship repairing
during lunch/recess and other times within the school day. On a regular basis, teachers are given
professional development opportunities through a weekly update distributed by the principal
investigator. Quiet often, trauma is the major lens of these opportunities. More extensively, the
entire staff was trained in Trauma Informed Certification three years prior to this study.
Tangible rewards, often associated with CICO when students have met their goals, is
ranked in 10th place. This placement makes sense since tangible rewards and CICO are closely
rated as they relate to achieving individual goals. In fact, students often receive tangible rewards
on a daily basis when they meet their CICO scores.
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The book study was ranked 14th, which was shocking given that presentations continued
through COVID-19 and weekly staff meetings. The goal of the book study was to give staff an
opportunity to reflect on their practices, review current mark chart and ODR data, and make
changes based on this information. Presenting virtually did prove to be challenging due to the
nature of discussion. Plus, some staff members were not comfortable with the Zoom format and
thus may not have participated as much as they would have in a face to face setting. Based on the
additional comments that staff provided, it does show that the book study proved to be a good
reminder and that staff did reflect on the information provided.
Peer to peer observations landed in last place. This correlates with the number of peer to
peer observations that occur throughout the school year. At the beginning of the year, teachers
are given observation passes which can be turned in to the principal in order to get coverage to
be able to observe another teacher. We have continued to try to increase this opportunity each
year and boost willingness for others to give this a try. Quite often, this recommendation comes
from an evaluation meeting in which the evaluator suggests that the teacher to go to a particular
classroom to observe a colleague. It is no surprise that this was ranked last given the limited
amount of observations that can occur.
In addition to the rank ordering exercise, there were two open-ended questions. The first
asked what other forms of supports the staff members required to assist students with behaviors
and responses. The second inquired how did or how will the book study affect professional
practice within their classrooms, as well as what they will continue or change once returning to
their classrooms. Both of these questions were referenced above within Research Question 1 and
2. Teachers had an opportunity to note what they needed and be reflective of their practices.
Again, teachers were able to opt out of completing this section by leaving the questions blank.
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Furthermore, additional questions were asked to be answered while in the break out
rooms. These questions were: What other forms of supports do you need in order to assist
students with behaviors and responses? How did or how will the book study assist with
professional practice within your classroom? What will you continue or change once you are
back in the classroom? The responses were discussed and recorded on the same sheet as the rank
ordering exercise. Some themes were: tweak classroom incentives, some of these interventions
could have been equal or higher if they had the opportunity to rank them in this way, we don’t
feel this is least effective (IFSS, book study, or observation.), as the classroom teacher I am
going to work on my relationship prior to using IFSS, an observation, or the book study.
Teachers noted they would continue to use the SEL curriculum as they were instructed to do.
Several groups noted that a new SEL curriculum should be considered. The rank ordering
exercise prompted discussions within the random teams of teachers in order to move forward and
think through what can be done to help our students and staff, especially during challenging
times. Ultimately, I think that having to finish a book study via Zoom during a pandemic and/or
a traumatic time proved that educators must look at trauma through a different lens given there
was additional time in the day to connect with students.
Conclusion
As noted in the introduction, this chapter was focused on providing information on CICO
as a relational intervention, studying the effectiveness of the book study as professional
development, and the data findings. CICO data was provided for each student. Ultimately, one of
the outcomes I gleaned from this data is to show how CICO is a relational tool. Initially, a
teacher brings a student to the Problem-Solving Team because there are either behavioral,
academic, or both concerns. CICO is traditionally an option for students who are struggling. The
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relationship with the teacher who brings the student to the team is often hurting, if it is due to
behavior, and is looking for an opportunity to support. Having a CICO mentor to check in with
each day at multiple points allows for a relationship to continue and for conversations to be had.
Going back and communicating with the classroom teacher is important in order to strengthen
the relationship for even better outcomes in the classroom.
The effectiveness of the book study as professional development was reviewed. In the
rank ordering exercise, the book study did not fare well. Honestly, during a pandemic when we
were struggling to find ways to engage students, feed students, get materials ready to continue
educating our students, a book study probably felt like one more thing teachers had to do and
was not looked at as a way to continue professional development like it would be in a normal
year. One comment left in the open-ended section was “Book study is not least effective yet
other interventions should be tried first.” Another comment that was made, “More intensive
strategies that are rated lower-not because they are ineffective but usually everything else is tried
prior” supported the claim that the rank ordering exercise really showed that the Tier One
supports and interventions were ranked higher because that is how they are in our current system.
Other interventions are ranked lower because they are in a different tier. Another comment,
“IFSS, Trauma Certification, book study, and peer to peer observations would be ranked higher
once other interventions had been tried” also supported the thought of tiered interventions and
doing Tier One interventions first. CICO also ranked lower in the rank ordering exercise, also
supporting the thought of trying other interventions before moving to a Tier Two Intervention,
which is CICO. This also supported the realization that we really do a lot of interventions and
support to help our students and staff, which made it difficult to rank order the interventions.
Many of them could have been rated equal or higher if the option was available.
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Chapter V, a summary of the research findings along with implications for practice are
noted. Along with understanding relationships in regards to CICO, professional development
will be evaluated along the lines of what teachers feel they need in order to be successful in the
classroom with disruptive students in order to move forward with success, both academically and
behaviorally.
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CHAPTER V: ANALYSIS, DISCUSSION, AND RECOMMENDATIONS
Introduction
This chapter contains a summary of the teacher’s perceptions, answers to research
questions, limitations, recommendations implications, and recommendations for future research.
The purposes of this study were to understand trauma, evaluate CICO and the processes
involved, highlight the need for relationships, and determine the professional development
teachers feel they need in order to better serve their students throughout a book study and rank
ordering exercise. The study was focused to recognize that relationships are a large factor in
determining success with supporting CICO and students in order to benefit the student, In the
long run, the relationships between children and adult can leverage academic achievement, and
this is theorized as particularly significant for children who live with or have experienced
trauma.
In the current study, CICO data was gathered and analyzed. In a parallel process, a rank
ordering exercise for staff provided an overview of how they view the supports available for
forging strong relationships with children of the sort that can support trauma-informed practice.
Within a trauma-informed care school, it is extremely important that staff be trained in childhood
trauma, positive supports including CICO and other response systems, promotion of success in
learning, and safe/supportive classrooms. Having a safe and stable school culture is key to the
healing process for children of trauma (Brunzell et al., 2015).
The CICO findings are suggestive of how this single tool can support a safe school
environment and a reduction in acting out measured in office referrals as a proxy for improved
behavior and as one possible contributor in a variety of tools shared by teachers in a rank order
exercise. In turn, a reduction of office referrals served as a proxy for observing improved
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student-teacher relationships. Because of so many other confounding interventions in Tiers 1 and
2 of MTSS and the alterations to the study forced by Covid, it is impossible to say that CICO is
any sort of controlling factor in how well the trauma-informed student participants. The study
did suggest that when the CICO process is disrupted by a teacher’s absence or lack of fidelity in
fulfilling the CICO process confounds a fuller understanding of the role of CICO.
Understanding the specific role of CICO in the collection of interventions and initiatives,
including such well-known programs as Restorative Practice and Social-Emotional Learning,
requires a clearer focus on this one practice that is impossible to achieve in a school-setting
where many research-based practices are in place.
To complement the CICO data collected for each participating student, teachers were
asked to rank order the supports their work required, drawing from a list of 15 practices in place
at Shady Elementary School. The teachers’ rank order of interventions suggests that CICO fits
into a pattern of other practices and approaches, but it is not one that rises to the top of teacher
perceptions of helpful supports for trauma-informed practice. The teacher rankings really
reflected how our MTSS Systems of Support are set up. Initially, teachers are to try interventions
at a Tier One level, supporting all students. When difficulty arises, Tier Two Interventions are
brought in, such as CICO. The book study helped to get teachers and staff working together as a
team, reflecting on their practices, and provided an opportunity for them to use their voice to
make suggestions or ask for some next steps in the forms of support needed.
CICO is one tool for teachers to build relationships that provides an opportunity to
reconsider the issues regarding trauma and students, identify what ongoing professional
development teachers and staff need. Through book study focused around trauma and the brain,
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teachers and staff found a pathway to come together and have real discussion across grade levels
and specialties.
Teacher Perceptions: The Rank Ordering Exercise
It was not a surprise that positive relationships were ranked first as the most effective
intervention or support as educators are aware that learning is a struggle without a relationship
with a student. The surprise was that CICO was ranked lower and was not in the top ten, making
one consider that the connection between relationships and CICO was not there. It was ranked on
an average of 1.3 (See table 3) as noted from the average rank ordering of interventions. At the
beginning of the school year, the focus was on building strong relationships, with establishing
routines and expectations being ranked second. The intention is to continue fostering those
relationships throughout the entire year. Positive praise is a natural choice to come next, given
that with growth mindset the hope is that teachers will ensure development through
encouragement. Protecting the relationships stems from quiet corrections of the behavior. Quiet
corrections and silent signals are tied within the ranking. Both supports go together given that by
not drawing a lot of attention to negative behaviors or their consequences can assist in protecting
the student/staff relationship. On the other hand, it was most surprising that pre-correcting was
not more closely related to routines and expectations.
Keeping with relationship building and learning about students and their lives, many
teachers have built in morning check-in circles with their entire class, promoting Restorative
Practices, while others have delved deeper into these practices through relationship repairing
during lunch/recess and other times within the school day. On a regular basis, teachers are given
professional development opportunities through a weekly update distributed by the principal
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investigator. Quiet often, trauma is the major lens of these opportunities. More extensively, the
entire staff was trained in Trauma Informed Certification three years prior to this study.
Tangible rewards, often associated with CICO when students have met their goals, is
ranked in 10th place. This placement makes sense since tangible rewards and CICO are closely
rated as they relate to achieving individual goals. In fact, students often receive tangible rewards
on a daily basis when they meet their CICO scores.
The book study was ranked 14th, which was shocking given that presentations continued
through COVID-19 and weekly staff meetings. The goal of the book study was to give staff an
opportunity to reflect on their practices, review current mark chart and ODR data, and make
changes based on this information. Presenting virtually did prove to be challenging due to the
nature of discussion. Plus, some staff members were not comfortable with the Zoom format and
thus may not have participated as much as they would have in a face to face setting. Based on the
additional comments that staff provided, it does show that the book study proved to be a good
reminder and that staff did reflect on the information provided. Personally, I also felt as though
the book study was looked at as one more thing to do and not necessarily as an opportunity for
all to really reflect on the information being presented.
In addition to classroom interventions is the notion of whether teachers feel they have the
required skill set to handle trauma. When students are exposed to traumatic events, especially
ones that are repeated, they may have longer-lasting physical and psychological reactions to the
trauma which can then significantly impact their physical and mental health (van der Kolk,
Blaustein, Cook, & Spinazzola, Eds., 2003). While reviewing answers from teachers during the
rank ordering exercise, it became clear that teachers needed additional staff in the classroom to
assist with behaviors, instead of trendy interventions. As noted in Table Three, four groups noted
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that they felt as though additional forms of support in the way of people were needed. Having
additional staff to form relationships with students can help and assist both the teacher and the
student. Research by van der Kolk et al. (2003) found that students who have experienced
trauma can have difficulties with attention regulation and executive functioning skills, issues
with processing new information, difficulty focusing on and completing tasks, learning issues,
problems with comprehension, and problems with language development. Thus, providing
additional staff to assist with these challenges in the classrooms was noted as important from the
staff given that it showed up four times within Table Three.
Bronfenbrenner’s ecosystemic model (1993) connected with the book study of Help for
Billy as there are chapters dedicated to understanding the complexity of the brain, developmental
deficits, belief systems, and regulation and dysregulation. Due to this complexity, a child’s brain
can be seriously impacted by trauma. Therefore, a comprehensive systems approach which
allows for the development of responses at a variety of levels, as outlined in Bronfenbrenner’s
ecosystemic model, can account for the complexity of trauma and the impact it plays on students.
Hence, although ranked last based on averages, IFSS can still be an instrumental approach in
assisting students and families with trauma. As noted earlier, the Substance Abuse and Mental
Health Services Administration (2014b) recommended a systemic approach to handling trauma
in schools; thus, utilizing intensive services, when applicable, should be an option if need to
support the whole family.
Ko et al. (2008) called for educators to incorporated trauma-informed care (TIC) since
schools are often the first-place children show the need for mental health services. Once students
are in school, they have to manage many demands throughout their day; plus, this is also where
the impact of trauma on a student rears its ugly head in the form of tantrums, fight or flight, and
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other outward behavioral outbursts. Within a systematic review of school mental health
intervention studies, Franklin et al. (2012) found that classroom teachers were the instrumental
force behind over 40% of mental health interventions. Accordingly, professional development
regarding trauma and the brain is extremely important. Staff also must remember not to
internalize situations when students act out in their classrooms, and instead use TIC to
effectively assist the children to work through their emotions.
Given that this study was cut short due to COVID, there is data that showed a pattern of
most students generally reaching the 80% mark. Something that intervened in this data was
attendance being a factor as well as a break in relationship when there was a substitute teacher.
Ultimately, Shandy had a lot of interventions taking place so it is next to impossible to show the
exact impact CICO made. According to the data, teachers do not feel as though CICO is
perceived as being effective as other practices they ranked higher. In the open-ended responses,
teachers noted that they wanted to continue to “keep in mind the sources or causes of behavior,
maintain compassion and understanding, continue routines and expectations, build positive
relationships, enhance SEL, and continue to have the frame of mind of how to help students be
ready to learn.” A key change that emerged from these responses was that teachers should “not
be afraid to meet Billy where he is vs. demand that he meets me where I am at.”
Answers to Research Questions
1. To what extent did the implementation of one trauma-influenced practice, Check
In/Check Out (CICO), help change behaviors within the classroom setting at Shandy
Elementary School?
The first research question focused on CICO and whether it helped to change the
behaviors within the classroom settings. The data showed that CICO was successful (students
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achieved a daily average of 80% or higher) for nine out of twelve students, which equates to 75%
of those who participated in the intervention. Consequently, ODRs for almost all students
decreased from Quarter 2 to Quarter 3, except for four students. Thus, 66.67% of the students
showed a decrease in the number of ODRs which benefited the classrooms and teachers. CICO
is also an opportunity to highlight the positives occurring in school and to target behaviors that
need to be addressed. Focusing on individual behavioral goals assists with improving behaviors
within the classroom. There are two factors within the variance: attendance of the student as
well as teacher’s absences.
2. In what ways did the addition of a trauma-influenced book study\ inform teachers and
staff to alter their professional practice to achieve better student behavioral outcomes at
Shandy Elementary School?
Overall, in the ranking of the supports and interventions, the book study landed in 14th
place, with 15 indicating the lowest effectiveness. The open-ended questions following the
ranking of supports helped to provide answers to this question. Several breakout rooms noted
that the book study was a good reminder of information to practice within their classrooms.
One comment that appeared several times was that teachers need to keep in mind the sources of
behavior and the necessity of maintaining compassion and understanding as behavior is
unfolding. Another breakout room mentioned that teachers and staff must adopt the frame of
mind to ask themselves “How can I help? How can I give the Billy’s of our school the skills that
they need to regulate so that later Billy will have the skills to learn?”
Three breakout rooms shared that the book study would have been ranked higher if they
had the ability to rank multiple items equal ranks, which was a helpful insight for the principle
researcher. Two breakout rooms remarked that having teachers do the book study chapter
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presentations assisted with grade level buy-in and facilitated genuine discussions about what they
had learned from the book study. One breakout room explained that they would no longer send
students to another room as a strategy for behavioral issues based on their participation in this
study.
Three breakout rooms expressed that they did not feel that IFSS and the book study
should be ranked so low; however, they believed that the other options should be tried prior to
these two supports/interventions. Four breakout rooms noted the importance of continuing to
focus on positive relationships, routines, expectations, and supporting the SEL standards, but not
necessarily Second Step.
Overall, having teachers rank order of supports revealed the value placed on Tier One
approaches utilized at Shandy. Many of the higher ranked interventions were geared toward
classroom and support teachers. These are reinforcements that they have readily available, such
as focusing on relationships, praising students, and emphasizing routines and expectations. The
more intensive strategies and supports, like IFSS and the book study, fell to the bottom of the
ranking.
3. What other forms of trauma-influenced practice supports do teachers at Shandy
Elementary School say they need in order to better their practice in student behaviors and
responses?
Two breakout rooms stated that they desired an additional staff member in the classroom
to assist with bettering their practices. Two additional breakout rooms specified that they needed
more assistance from paraprofessionals when behavior occurs so that they can continue to teach.
One breakout room noted that they required more help with screaming students so that the
episode does not have to be traumatic for all students within the classroom. This breakout room
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also added the necessity for assistance from other adults or administrators when students
continue to scream.
Limitations
There were several limitations to this study, the first being the number of students
included. Only twelve students participated in the research, and this is a small representation of
the entire student body, even the number of trauma-informed students at Shandy. If COVID-19
would not have taken place, I do believe that there would have been additional opportunities to
add students to CICO based on referral numbers.
One of the biggest limitations of the entire study was the outbreak of COVID-19. On the
fly, I had to re-design the study, feed students, and assist with the closing of our school. COVID19 made it impossible to study the impacts of CICO on behavior because the students were no
longer in school at this point. I was not able to see teachers on a consistent basis or follow up
with staff following professional development. We were in crisis mode and very worried about
feeding students, making sure they had supplies, figuring out how to assist with childcare, and
keeping everyone safe. At the outset, the professional development component of the study was
intended to parallel the information learned from the book study and presentations shared with
the entire staff from teams of teachers. With the pandemic occurring, the book study was
completed via Zoom meetings; however, due to school closure, it became impossible to examine
how the book study would have impacted CICO with relationships being at the center. The
teachers were unable to explore their answers to the reflection questions regarding what they
would continue and what they would change in their own practices.
A second limitation emerged because three students were impacted negatively by their
classroom teacher taking a leave of absence, thus putting substitute teacher in charge of the
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CICO sheet. This created an issue for those students who could have benefited from being on
CICO for the remainder of the quarter. My prediction is that these students would have been
more successful working with the original classroom teacher throughout the remainder of the
year. Unfortunately, this was not the case and the drop in scored showed this impact, even
though the substitute teacher was supported throughout this time.
Recommendations
The first recommendation based on this study is to continue pairing students with a CICO
mentor with whom they have a positive relationship. In addition, the classroom teacher needs to
be a part of the relationship-building to enhance and/or repair their connection with the student in
conjunction with the CICO mentor. This could take the form of teachers spending time, maybe
even as little as 10 minutes extra, with this student on a weekly basis.
Professional development for CICO must be provided for all teachers and staff to
increase the fidelity of the intervention. This often occurs at the beginning of the year or the
beginning of the intervention; however, fidelity checks should continue to take place with the
CICO coach or other stakeholders throughout the process. It would also be beneficial to arrange
CICO retraining at different points during the school year to reflect upon and evaluate
intervention procedures. For further use of CICO, it is recommended that implementation
includes a designated time for CICO to occur. This time should be consistent across all grade
levels to make sure that these interactions happen at the same time each day. For example,
check-in could take place five minutes after school has started, with check-out happening five
minutes prior to school ending. Providing an incentive, such as no bus or dismissal duty, would
also help entice more teachers to volunteer to become a CICO mentor.
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Plus, the classroom teacher should receive as much training as the CICO mentor to
ensure the fidelity of the sheets and data. This is an important component and one that was not
given enough attention in this study. Regular training for all staff regarding CICO card usage is
essential because the data affects the students’ evaluations, and staff members must have a
consistent approach to the utilization of these cards. When reviewing the cards with the students,
the mentors should not only discuss the areas of concern, but also highlight the successful parts
of the day. These are all pieces to the puzzle.
In addition to training staff, this study revealed the importance of providing training for
substitute teachers who are covering for long-term leaves. Within the study, this became an issue
and negatively impacted some students because the intervention was basically dropped due to the
presence of a substitute teacher. Unfortunately, the remainder of data was not collected but could
have been beneficial to the research to compare the scores given by the regular teacher and the
substitute teacher, as well as observe how the students finished in the intervention.
Another recommendation is to incorporate consistent and regular communication with the
parents through follow-up by the CICO coach, principal, or classroom teacher, regarding their
thoughts on the CICO intervention and feedback about their student’s behavior, particularly if it
is improving. Quite often, when there is an issue, the classroom teacher is often the first to be
contacted by the parent thus the necessity for training teachers alongside the other mentors.
School officials should ensure that parents see themselves as part of the team and are able to
voice their concerns and celebrate the successes. Support for all is essential.
Professional development within a book study lead to a lot of great opportunities for
teachers to collaborate within their grade level, share their learning, and learn from each other.
One underutilized support is peer observations, as noted in the rank ordering experience. Each
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time I have walked into classrooms for observations, I have left the classroom learning
something. By working together in different settings, such as book studies and presentation, then
following up with peer observations, teachers develop some comfort to observe or be observed.
Another recommendation stemming from this study is to develop and utilize an electronic
version of the CICO sheet to better communicate with parents regarding their child during the
day. Sending an electronic copy to parents each night would eliminate the obstacle that arises
when students forget to bring it home or lose it altogether. By delivering it to both the student
and the parent electronically, they can discuss the student’s day together at home.
One additional recommendation for future research is having a consistent standard for
removal from CICO when the intervention is not effective. For instance, after two weeks of not
meeting the 80% goal, a student would stop participating in CICO. Once adjustments are made,
whether CICO is individualized or not, it is important to move forward with interventions and
then modify or cease the program if the student is not making progress. With relationships being
at the forefront of CICO, future research could work to uncover main factor that affect the
success rate of CICO, such as the quality of the CICO mentor, the responsiveness of the teacher,
or personal situations of the student.
Also, this study implied that when students have been successful and they have met their
goals at least 4 out of 5 days for at least a four-week period, the team should consider fading out
the support. It would not be recommended to cut off supports suddenly; however, a transition
back to independence for the student would be appropriate, especially if there are no office
referrals during this time.
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Implications for Teachers
This study provided an opportunity for teachers to implement CICO and foster
relationships with their students. CICO is an intervention that encourages positive feedback at all
times of the day. Each student in this study had been impacted negatively by trauma for a variety
of reasons; therefore, providing frequent, positive feedback, helped fill a void, assist with overall
behavioral issues, and open a pathway for teachers and staff to focus on student growth. The data
gathered for the research was also beneficial while reviewing behavioral goals. Seeing the
positive results aids teachers in operating under the right mindset as well. Teachers were all able
to implement the components with fidelity within this setting, except for the substitute teacher.
During the rank ordering of interventions and supports, many positive comments arose
regarding the book study, professional development, and supports that are in place. One of the
best takeaways from the rank ordering experience was that Shandy already works diligently to
assist students on a regular basis, mostly at the Tier 1 level, some of which may be taken for
granted. However, seeing the items ranked in this way paralleled more of a Tier One approach
with the highest ranked supports being more teacher driven. On the other hand, the extensive
supports, more of a Tier 2 or Tier 3 approach, were ranked lower because teachers attempt other
options before they move on to intensive interventions. In theory, these interventions were
ranked almost in the same order as typically implemented at the school level.
Also, this study provided staff an opportunity to learn more about best practices via a book study,
teacher responses, and presentations. Teachers had individual opportunities to reflect regarding
trauma and difficult behaviors on their own. Furthermore, this study and professional
development fostered a learning experience among the grade level teams. The final benefit for
adult participants was the randomness of the breakout rooms in which they collaborated with
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others to complete the rank ordering of supports and interventions. Discussions were had,
decisions were made, and they made the best of a difficult situation, especially with COVID-19.
Recommendations for Future Research
CICO offers opportunities for teachers and parents to collaborate, increases positive
interactions between adults and students within each day, and provides positive feedback
regarding targets for individual students. The results of this study add to the literature connected
to positive behavioral interventions and supports within schools. To effectively meet the needs of
all students, education requires both academic and behavioral supports that will allow all
students to have access and find success within the current curriculum. Parents and guardians are
a piece of the puzzle and must be included as often as possible. After completing a quarter of the
2020 school year virtually, it seems reasonable to utilize ZOOM for continued meetings when inperson meetings are unable to happen. This will hopefully increase the amount of parent and
other stakeholder participation.
Results from this study can assist parents and other stakeholders to understand that CICO
is flexible. CICO can be very efficient and meet the needs of all students on a variety of levels.
The goal is to connect interventions and supports to improve both academic and behavioral
outcomes for students. Flexibility in goal setting, adjusting approaches when the student
struggles, and working together to meet expectations will benefit all students within that
classroom. Students need to have buy-in and want to make a change. This change has to come
with support from both staff and families.
Conclusion
The goals of this research were to better understand trauma, examine interventions for
students focusing on a Tier 2 intervention, Check In-Check-Out, and develop plan for teachers
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and staff to effectively meet the needs of all students. With Help for Billy, professional
development gave insight into how to understand trauma, apply a new thought process, and
reflect on practices. This opportunity gave teachers a chance to work together and apply what
they learned in the school and their own classrooms. Completing a book study about trauma
during a pandemic was ironic at best. However, we were still able to finish this portion of the
program with the functionality of Zoom. The purpose was to see how the book study supported
teachers within the classroom and to discover if the new approaches and mindset would improve
scores with CICO; however, due to COVID-19, this was not entirely possible. CICO can
positively impact the classroom environment by primarily focusing on the successes and clearly
defined goals as noted in individual cases shared. CICO, a Tier 2 intervention, resulted in
improvement in almost all behavior for individual students within classrooms across all grade
levels based on their average daily scores while enrolled in CICO. Building strong relationships,
as noted in the rank ordering experience, was noted as the first intervention to be put into place,
hence revealing that teachers value its importance to success within the classroom.
As a building principal, I will continue to propose a change in practice with de-escalation
techniques utilizing a relationship approach, such as CICO with appropriate training and
continuous monitoring of results. It was also clear through the extended comments during the
breakout sessions that teachers need additional staff as support in the classroom to deal with
students who have experienced trauma. Finally, I will prioritize professional development
regarding behavior and appropriate approaches for handling trauma for the staff at Shandy to
ensure students can reach their maximum potential.
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APPENDIX A: FIDELITY CHECKLIST FOR CICO

Note. Retrieved from
https://d93pbis.weebly.com/uploads/2/6/8/4/26846539/cico_fidelity_check-list.pdf
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APPENDIX B: BREAKOUT SESSION FORMS
Group 1
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
Routines/Expectations 3
Positive Relationships 1
Silent signals/Proximity 2
Pre-correcting and prompting 6
Second Step/SEL curriculum 14
Quiet Corrections/Respectful Re-directions 5
Restorative Practices 10
Check-in Check-out 9
Breaks in other classrooms 8
Positive Praise 4
Tangible rewards 7
Peer (Teacher to Teacher) observations 15
Book Study 13
Trauma informed/Trauma Certified 12
IFSS through Baby Fold 11
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Everyone should be trained in CPI

3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?

Continue: Having empathy and consistency with the “Billy’s”. Being able to remain
calm.
Change: We would change our response to the “Billy’s”. Sometimes the response is
sarcastic or somewhat harsh. We would try to utilize the staff more instead of trying to
handle all problems on our own.
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Group 2
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
1-Routines/Expectations
2-Positive Relationships
3-Silent signals/Proximity
4-Pre-correcting and prompting
10-Second Step/SEL curriculum
5-Quiet Corrections/Respectful Re-directions
6-Restorative Practices
9-Check-in Check-out
8-Breaks in other classrooms
11-Positive Praise
12Tangible rewards
14-Peer (Teacher to Teacher) observations
7-Book Study
13-Trauma informed/Trauma Certified
15-IFSS through Baby Fold

2. What other forms of supports do you need in order to assist students with behaviors and
responses?

3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: SEL curriculum-need more updated SEL curriculum
Change: Utilize book study approaches (mindset, questioning, understanding brain) in a
more proactive way.
Asking supportive questions?
Make changes that are beneficial to all.
Consider tweaking classroom incentives.
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Group 3
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
2. Routines/Expectations
1. Positive Relationships
6. Silent signals/Proximity
4. Pre-correcting and prompting
5. Second Step/SEL curriculum
7.Quiet Corrections/Respectful Re-directions
3. Restorative Practices
10. Check-in Check-out
15.Breaks in other classrooms
8. Positive Praise
9. Tangible rewards (if it’s done right)
13. Peer (Teacher to Teacher) observations
14. Book Study
12.Trauma informed/Trauma Certified
11.IFSS through Baby Fold

2. What other forms of supports do you need in order to assist students with behaviors and
responses?

3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: Help for Billy provided reminders about trauma informed learning that we
have had experience with.
Change: IFSS, Trauma certification, book study and peer to peer observations would
have been ranked higher but these seem to be something we would do once everything
else had been tried.
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Group 4
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
2) Routines/Expectations
1) Positive Relationships
3) Silent signals/Proximity
6) Pre-correcting and prompting
7) Second Step/SEL curriculum
4) Quiet Corrections/Respectful Re-directions
12) Restorative Practices
10)Check-in Check-out
8)Breaks in other classrooms
5) Positive Praise
9)Tangible rewards
14) Peer (Teacher to Teacher) observations
15) Book Study
11) Trauma informed/Trauma Certified
13) IFSS through Baby Fold

2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Not having problem solving meetings was a struggle (immediately following the release
of MTSS guidebook).
Explicit lessons on how to teach students how to regulate themselves - newer, update,
brain based SEL curriculum
3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: keep in mind the sources of behavior and the need to continue to maintain
compassion and understanding when behavior is an issue (sometimes we are good at this)
Change: Continue: keep in mind the sources of behavior and the need to continue to
maintain compassion and understanding when behavior is an issue (need to improve)
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Group 5
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
Routines/Expectations--2
Positive Relationships--1
Silent signals/Proximity--6
Pre-correcting and prompting--12
Second Step/SEL curriculum--9--when SEL is part of the whole classroom culture-incorporated everyday in some way, it becomes exponentially more important / effective
and reinforces positive relationships. 10 min. Once a week w/o incorporation into
classroom culture is not as effective.
Quiet Corrections/Respectful Re-directions--4
Restorative Practices--7
Check-in Check-out--8
Breaks in other classrooms--11
Positive Praise--3
Tangible rewards-10
Peer (Teacher to Teacher) observations-Book Study--14
Trauma informed/Trauma Certified--5
IFSS through Baby Fold--15
Some of these could have been equal for us or higher if we had could have ranked them
that way. For example, we have never referred a family to IFSS, so we don’t know how
effective that is--though I imagine it could be pretty powerful. The book study, too,
incorporated lots of the principles that are listed here, so it would be unfair to think that
we are deeming it ineffective at #14--it’s just that it relates too many of the other options.
We also personally value peer observations and wish I could participate in more of that.
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Having PAs and other behavioral supports like Mr. Nicolson with students who need
extra support is so beneficial. However, I do think there needs to be more discussion /
planning between the classroom teacher / specialist and the behavioral support person
who might be pushing in.
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2. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: Have the frame of mind: How can I help? How can I teach Billy the skills he
needs to regulate so that later, he will have the skills he needs to be ready to learn?
Change: Not be afraid to meet Billy where he is vs. Demand that he meet my
expectations right away.
Group 6
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
4. Routines/Expectations
2. Positive Relationships
6. Silent signals/Proximity
7. Pre-correcting (Pre-setting expectations) and prompting
8.Second Step/SEL curriculum
5. Quiet Corrections/Respectful Re-directions
10. Restorative Practices
11. Check-in Check-out
13. Breaks in other classrooms
3. Positive Praise
12. Tangible rewards
14. Peer (Teacher to Teacher) observations
15. Book Study
1. Trauma informed/Trauma Certified
9. IFSS through Baby Fold
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
SEL curriculum is a need not only for Shandybut also the district. We need to work on
teaching social skills in the natural environment. Start the day in each classroom with
morning meeting, and message from principal
3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: Help for Billy was a way to review all we have learned regarding trauma and
brain research.
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Change: understand the sources of behavior and we need to continue to have empathy
and compassion and understanding regarding behavior.
Group 7
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
4. Routines/Expectations
1. Positive Relationships
7. Silent signals/Proximity
6. Pre-correcting and prompting
9. Second Step/SEL curriculum
2. Quiet Corrections/Respectful Re-directions
8. Restorative Practices
11. Check-in Check-out
10. Breaks in other classrooms
3. Positive Praise
15. Tangible rewards
12. Peer (Teacher to Teacher) observations
13. Book Study
5. Trauma informed/Trauma Certified
14. IFSS through Baby Fold
**we don’t feel this is least effective, however, all the
above items should be attempted prior to IFSS being mentioned or brought up to Natasha;
it’s also difficult, too, because families have to get on board and agree for these services
and supports to take place
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
People! It’s so extremely difficult to give children the supports and time they need if we
are teaching; it’s hard to stop teaching to give children the time they need to help them
process through situations and their feelings
3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: positive relationships
Change:
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Group 8
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
2- Routines/Expectations
1- Positive Relationships
8- Silent signals/Proximity
6- Pre-correcting and prompting
15- Second Step/SEL curriculum
7- Quiet Corrections/Respectful Re-directions
4- Restorative Practices
9- Check-in Check-out
13- Breaks in other classrooms
5- Positive Praise
12- Tangible rewards
11- Peer (Teacher to Teacher) observations
14- Book Study
3- Trauma-informed/Trauma Certified
10- IFSS through Baby Fold
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Shandy would benefit from a different SEL Curriculum
3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue:
Routines and expectations, positive relationships, and SEL
Book study was a great reminder-one I will go back to
Change:
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Group 9
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
2 Routines/Expectations
1 Positive Relationships
4 Silent signals/Proximity
7 Pre-correcting and prompting
6 Second Step/SEL curriculum
8 Quiet Corrections/Respectful Re-directions
3 Restorative Practices
12 Check-in Check-out
10 Breaks in other classrooms
5 Positive Praise
9 Tangible rewards
14 Peer (Teacher to Teacher) observations
13 Book Study
11 Trauma informed/Trauma Certified
15 IFSS through Baby Fold
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Support with students that are experiencing trauma and showing it by screaming and
crying which then becomes trauma for all.
3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: More intensive strategies are rated lower-not because they are ineffective but
because we usually try everything prior to these.

Change:

149

Group 10
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
2 - Routines/Expectations
1 - Positive Relationships
8 - Silent signals/Proximity
5 - Pre-correcting and prompting
6 - Second Step/SEL curriculum
4 - Quiet Corrections/Respectful Re-directions
9- Restorative Practices
11 - Check-in Check-out
12 - Breaks in other classrooms
3 - Positive Praise
10 - Tangible rewards
15 - Peer (Teacher to Teacher) observations
13 - Book Study
7 - Trauma informed/Trauma Certified
14 - IFSS through Baby Fold
2. What other forms of supports do you need in order to assist students with behaviors and
responses?

3. How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: this is difficult to respond to as we are not classroom teachers.
Change:
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Group 11
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
Routines/Expectations 1
Positive Relationships 2
Silent signals/Proximity 8
Pre-correcting and prompting 3
Second Step/SEL curriculum 7
Quiet Corrections/Respectful Re-directions 5
Restorative Practices 11
Check-in Check-out 9
Breaks in other classrooms 12
Positive Praise 4
Tangible rewards 14
Peer (Teacher to Teacher) observations 13
Book Study 15
Trauma informed/Trauma Certified 6
IFSS through Baby Fold 10
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: SEL practices, relationships
-little if no homework, book study was a good reminder

Change: brain research has helped me to understand that the behavior isn’t about me...this
is a behavior possibly due to trauma.
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Group 12
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
1 Routines/Expectations
2 Positive Relationships
6 Silent signals/Proximity
7 Pre-correcting and prompting
11 Second Step/SEL curriculum
8 Quiet Corrections/Respectful Re-directions
9 Restorative Practices
10 Check-in Check-out
4 Breaks in other classrooms
3 Positive Praise
5 Tangible rewards
12 Peer (Teacher to Teacher) observations
13 Book Study
14 Trauma informed/Trauma Certified
15 IFSS through Baby Fold
2. What other forms of supports do you need in order to assist students with behaviors and
responses?
Need more support in 4-5 th
Faster response time with problem solving meetings
3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?
Continue: Book was a good reminder.
Change: Some staff plans to start having classroom pets in 2020.
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Group 13
1. Rank order the supports that are utilized to assist with behavior in your classroom (1
being the most effective to 15 being the least effective).
Routines/Expectations 2
Positive Relationships 1
Silent signals/Proximity 5
Pre-correcting and prompting 4
Second Step/SEL curriculum 9
Quiet Corrections/Respectful Re-directions 8
Restorative Practices 3
Check-in Check-out 14
Breaks in other classrooms 10
Positive Praise 6
Tangible rewards 7
Peer (Teacher to Teacher) observations 12
Book Study 15
Trauma informed/Trauma Certified 13
IFSS through Baby Fold 11

2. What other forms of support do you need in order to assist students with behaviors and
responses? Completion of the Tier 1 philosophy/implementation (district-wide)

3.

How did or how will the book study assist with professional practice within your
classroom? What will you continue or change once you are back in the classroom?

Continue: keeping in mind the sources/causes of behavior, maintaining compassion and
understanding

Change: review IEP philosophy (from the classroom teacher’s perspective)
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